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< Introduction , .

This book iabout children and schooling, about some of the ways in
which child development and learning have been perceived and how
such perceptions appear to have affected or informed the process of
formal education. Schooling is scen as part of socfalisation, itself a
process of social learning which centres upon the gradualinternalisation
of values, norms and culture. While socialisation in. its entirety can be
thought of as a cumulative-cum-interactive affair bearing upon our
human development and decline throughout the life-cycle, schooling
cannot. True, schooling is now long, rather than short, an cxpcp'cncc
often endured rather than enjoyed, but in mostmoder societics if stops
for the vast majority of adolescents at the age of 16 years or so, and that
majority then éscapes with relief into the adult world.

What follows are scven moderately lengthy chapters each of which is,
in effect, sclf-contained and can be read on its own. These essays are
intended to provide basic commentary, some synthesis or overviewand.,
one hopes, stimulatjon for discussion and further study. Notes and
suggestions for further reading are provided at the end of each chapter.
Fundamental to the otganisation of the book is an attempt to provide a
gradual development of some of the major issues in the socialisation of
children as scen from a social-psychologist's perspective. Children are
viewed very much as social products: and the interrelatedness of theories
of child-rearing with those of the growth of cagnition and an}ncreasing
awareness of sclf arc important themes which are gradually*extended
throughout the book. Additionally, the complexity of the issues
increases as the book develops.

Some may be surpriscd to note that classroom interaction and studies
of teaching styles have (for the most part) been omitted. It was felt that
these have been dealt with at Jlength elsewhere and that constant
exposure and the political capital made have created as much heat as
light, coupled with a tendency for educationists to-perceive classroom
interaction itself as the social psychology of education. Moreover., such
topics are cssentially based upen cmpirical investigation of
person-situation interactions and ‘the appropriateness of their
mcthodologics is still hotly disputed. Consequently, much of the recent
debate on classroom interaction is couched in terms which have little
real meaning for class teachers and which seem to have surprisingly little
purchasc on the mcthodology of organisation and tcaching. The
perspectives of these chapters are broader, more discursive and, in parf,
concerned with aspects of edu§ation which do not appear to have been
adequately synthesised in terms relevant to teachers.

The lives of children are shaped by interaction with their caretakers.
their friends, their teachers and within the institutions provided by adult

W) U
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f
society. In this book the reader will find five broadly discursive
summary chapters dealing with changing beliefs about child-rearing;
with the roles of schools and teachers ift the culture; with the twisting
strands of psychology and their relative impact on schools; with
perspectives of achievement; and with self-csteem and locus of control.
Additlonally, two more polemical chapters are included on theinterplay®

of some of these issues in respect of formal education and the

curriculum. .

Certain problemsin particular have preoccupied me in the shaping of
this book. One is the age-old problem of a disjuncture between theory
and practice; another is that of the frequent mismatch between the
curriculum and the child; the third concerns social learning and
attribution theories, which, though an important part of social
psychology, scem yet so ncglected by educationists. In particular there
has been relatively little written in the UK on perceived personal control
and academic achievement, despite much on the more obvious social
correlates of school success. The final chapter tries to redress this
imbalance by reminding one how fruitful might be the work stemming
from Julian Rotter’s social learning theory, how-critical some of it may
still be for a finer understanding of tile processes of socialisation (and
education) and how-clearly much of it relates to the motivation of the
child and his beliefs in himsclf. :

The essence of social psychology is social influence, how the real,
imagincd, expected and implicd behavioys and attitudes of others afTect
our behaviour. Definitions of childhood and education have such
cultural salience that teachers and children bringa cargo of cultural bric-
a-brac to the schoolroom; a cargo which sensitises. alters, inhibits and
modifies the interaction taking place. Furthermore, many categories
¢mployed in education arc notoriously vague and seem more intended
as rallying crics for the faithful, than as accuratc descriptions of what
does or docs not go on. - ’

Discussions of education hercin are predicated on the following
beliefs:

(1) The school is a social and cultural institution which sctves
primarily as an environment in which to ‘exchange ideas, resources
and people through a network of communications systems. The
curriculum as taught is an cxample of such a communication
system.** ‘

(2) Education is primarily concerned with human development: and
schooling is a vehicle for mobilising and directing that development

at the behest of adults. .

*Skilbeck. M., appendix A, in Walton, J. and Welton, J. (cds), Rational Curriculum
Planning (London; Ward Lock, 1976), p. 154.

10
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(3$ Curriculum theory (of which there is certainly no dearth) is bound
up with theories of learning, with perceptions of the validity of
knowledge and with views of culture.
(4) In the classroom transaction frequesttly overrides conrent and
" personal perception of the *messages’ transmitted is a crucial
feature of all learning.

R

(5) Physical, economic and external socjal constraints inevitably

impose pragmatic shape upon educationalists’ intentions.

Lastly, it should be pointed out that this book is not written with the

" sole intention of informing educationa! theorists, but rather that it

should serve the purpose of placing some of the main issues, as [ sce
them, before teachers in training and on in-service courses. It is
presented as an attempt to put some of the problems which teachers
have frequently discussed with me into a context recognisable by
teachers and relating to thqory and to their concerns. Inevitably the
arcnais larger than schooling itself. Schooling is embedded in the formal

. organisation of a sociely’s attempts to perpetuate itse!f and to direct its

regencration.  But, as is well known, socialisation processes have a
tendency to *solidify’; and despite the uniqueness of individual schools,

- teachers and pupils, one cannot but be aware that schools; as a vital part

of that socialisatiop, move casily towards conservation and
confirmation of existing social roles, norms and values, as well as

-towards a perhaps unwilling orcven unwitting preservation of existing

social-class structures.

NOTES, REFERENCES AND RECOMMENDED READINGS

At the end of cach chapter are notes and references which provide
additional information to the chapter eontent preceding. There then
follow short lists of recommended reading, designed to expand
particular topics or to act as catalysts for further reading and reSearch,
For the scrious student, it is usually both helpful and advisable 1o keep.
one’s own references to additional reading in some systematic and
consistent manner.’ : '



" THREE THINGS TO REMEMBER

— -

1t scems to me hkely that humanistic educaton will continue to
provide the cducators’ 1deology, but thu managenial cducation will
continue 1o represent the reality. That s to say, the most bikely
Jevelopment may be that cducaton will continue to place pnimary
importande on distnbution values an cxplaining their ellorts to
themsehes. But when important 1ssiues ate raied influenaing the
structural relations between schools and communitics, theuggregate
values of managenal education are llkcl}'m prevad in thair actions.
So the prafessional ideology is hikely to be humansug, -but the
operational wdeology 1s likely 1o be one of social utihity.

(T, F. Green, *Schools and communitics:

a Jook forward', Morvard Educations! Review,

vol. 39, no, 2, 1969, pp. 236-7)

.

rd «r

There is no more dangerous mén than the expertwithone, or perhaps
two. years of schoolteaching experience ~ cacept the legion who
have none, '
. (F. Musgrove, School end the Social Order, New York,
Wiley, 1979, pp. 1-2)

4

Most children accept school as a necessary evil, as do most teachers.
The two minoritics, those who value its experiences too highly (as b
do) or hate it obsessively, are relatively small.

(A. R. Barton, School for Love, London,

. . Hutchinson, 1976, p. 153)
]
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RELIGlOUS BELIEF AND ROMANTIC lDEOLOGY e

S Presumably, any recognltlon that educatlon is arr lnstltutlonallsed fOrm. o
voof socnallsatlon, and one specifically designed by the state, must itself
-take cognisance of the ‘State of childhood’ and of the states towards. -
-+ which those chlldren must be directed- Thus, when a society decides, "
.. presumably; collectrvely, or through the medium of some government -
- “decision, that the time is rnpe for a national system of educatfon, its ﬁrst B

* the form of specified aims and objectrves for the total system. What is -
*thought most desirable for children is, however, rarely the sole factor
guiding such a decyiratron Expediency. in terms of market forces, in -

" factor for consideration. In particular it is usual for such a distillation to. -
: " take very-clear soundinggfiot merely of the domln7z
* " political and financial-conditions current in that fociety. -
' some degree, becoming the principles of ‘action. In- England the . -
- Education Act 1944 is concerned with the edutation of all citizens ‘to the .
- full extent of theif interests and . capacmes ‘from cradle to grave, to .
- participate in a democratic and technologrcal society and to gerve their .

. presentatlon and selection. Likewise, the ideologies are not only'in part . . B
" reflected .in_the organisation and.content of teacher education and® -
_training, but will also affect the selection: of personnel considered -~ -

~ effect .upon_the nature of the information: presented .within that .
s cumculum and that moreover, dlfferent rdeologres will often lead to

Hlstorlcal Ovemewm ; SN

et . -

thoughts are usually to dlstrl some overall purpose and to set this out rn_, ‘
terms of feasibility, in terms of pOlltlcal stability may also bea crucial -

tvalues but of the'

- The state’s aims and objectrves are made publrcand are then rerﬁed to 3

country loyally", and many Englrsh people, -even today, see such a - - o

statement as epitomising the major objectlve of schoolrng As well as
-~ ensuring - ‘that"these pnncnples are  fulfilled in ‘respect_of subsequent -

national and local organisation;of state: schooling, they are usually "

~ implicit in the selection of . knowledge regarded as- important for . .
_ presentatron aj differdnt ages of schooliig. Bernstein has referred to this =~ -

= the curriculum - as ‘what counts as ‘valid'knowledge’.? Clearly, the'"
nature of that curriculum will itself be -affected both by ideologies:
current in the culture, and by the persons responsrble for ‘their

suitable for teaching and overall viewpoints about the teacher’s role." -
‘What is often forgotten is that the learners themselves will have a critical
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‘'very different views concerning whay is appropriate for children of
different ages and/levels of ability. Inshort, what the culturedeems tobe
“the characteristicy of children will often critically affect the coniteitand
_naturc of the trafisactions madc between one gencration and another. o
Curricular transaqtiéns within the school are no cXception to this rule, '
except in so far "as one must take account of the processes of
institutionalisatibh and, conscquently, of a semetimes glower rate-of
change in the nature of the transactions than may be.exhibitedinsociety -

generally. Different perspectives of children, different assumptions
- about their ‘character’, lead to different views of knowledge and
differcnt views concerning appropriate modes of prescntation.

There is no current dearth of written advice upon the upbringing and
education of young children, nor was there in the past. During the
seventeenth, eighteenth and possibly the first half of the nincteenth
centuries, however, perspectives on .child-rearing were clearly linked
with what the Newsons call, ‘expectation of death, rather' than with the
hope of a balanced and integrated life’.? Such perspectives were for the
most'part related to two main features of life; the one consisting of the -
reality of high infant mortality, the demographic actualities of an age
which (almost of necessity) followed practices of *haidening’ the child;
the other concerning a viewpoint of ultimate salvation which has some
of its origins.in Calvinist, Pietism and Methodism, and which are

- often’ loosely categorised as Protestant or Puritan belief. Certainly,
children were often treated with what we would nowadays regard-as
unwarrantable harshness: ‘Severity was doubtless hallowed by puritan
‘and stoic traditions; but the quasi-medical practice of hardening had
been advocated by the physician, John Locke, and found ready
acceptance in an age W ich discovered the principle of innoculation.™
Clearly, where éducation and child-rearing are inseparably linked, as . .

indeed they werg prior to the mid-nineteenth century, one must take
account of pronouncement and tract,-religious letter and medical -
" advice, since such statements formed the background to family opinion .
‘and to the socialisatjon of the child in Europe and North America.

As Sunley remarks, it followed from such advice as that of the.
Protestants that many parents tended to regard all children as inherently
sinful, to believe that play might well be the device of the devil and that
strict discipline resulting in perfect obedience and seriousness was the
only possible goute to salvation.® Such views clearly sprang from what
might be regarded as an earlier generic protestantism, and while it,would
be simplistic in the extreme to regard them as representing the only
coherent view of children during the sixteenth, seventeenth and

+ eighteenth centuries, they were certainly extremely pervasive in Europe:
“and America and, moreover, were common Wwell into the nineteenth.
century.: One should, of course, bear in mind the ‘fact that most
education prior to the nineteenth century was informal rather than -

-y
T
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institutionalised, and that the comments of Crispus (see below) and

‘on the Upbringing of their eluldrcn generally, But formal education and
its curriculum were ccrtamly thought of in like vein, in terms of itligious
and moral training. Lcsson content and transactions were imbued with

* the Protestant Ethic. The ¢ ommant cultural ideology, largcly dictated
cratlon ~to- the yoininger. Child -,

the reactions of the olde
characteristics were, thought to c those of sinfulness, with ever-
watchful death looking for a chance to clutch the pranksome idler to his
bosom bcforc salvatiop/had been assured. As has been said earlier, such
a view was at any rate lighly realistic as regards infant mortality. Many a
‘pretty bud’ was doomed to an early grave. Thus considerations of

" material suntable for learning, whether at home, at Sunday school, or

school proper, were based upon adults’ beliefs that the child should
rapidly acquire a desired moral state, rather than upon any real under-

“standing of the immediate needs of.children. -

The essential distillation from a Calvinist. view of chnld-rea;mg is
well illustrated in Crispus’s. (pseud.) On the Education of Chlldren,
written in 1814:

The root and foundation of misconduct in children is human
depravity; depravity in the parent and depravnty in the child. This
ought never to be overlooked, nor forgotten in any of our systems of
" education, but should be perpetually kept in view. Corrupt ourselves,
we look with a mere favorable eye upon the faults of our children,
and feel a reluctance in conveying a censure to them which wnll recoil
upon ourselves.® . .~ ) '

ne

Perspectives of Childhood/17 -

' others were often couched in the form.of advice'to mothers or to parents -

]

)

)

There is much to suggest, therefore, that the Protestant Ethic, as it is h

often loosely termed, had a profound effect uppn seventeenth-,

eighteenth- and early nineteenth-centuyy views of children. But to
pretend that the Protestant Ethic ca een as some unified whole and
a cohesive force would be to flout the historicalevidence. Undoubtedly,
the combination of high infant mortality, the emphasis upon salvation

.and notions of predeterminism (springing from Calvinism), and what

Weber referred to as the subtle combination of the ‘four prmcnpal forms
of ascetic Protestan{jsm’, namely, Calvinism, Pietism, Methodism and
the Baptist movemgnt, " all produced views of childhogd which were
remarkably consistent in Elfrope and North America fof well over two
centuries. The represented nature of childhood was one of wilfulness
and idleness, one which was inherently sinful; thus education was
usually heavily weighted in favour of the inculcation of humility,
industry and obedience. The nmeteenth—cém‘\ ry Protestants were,
however, much more open than many to the‘impact of Darwinism
during the latter half of the century and also to pressures from emerging

.

]
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intellectuals and scientists. This later led to different positions within -
protestantism, from which in part emerged such totally polarised
viewpoints as fiindamentalism and positivism, o N
« The admittance of differing and evolving ‘creeds’ within’
protestantism was possibly onc of: the vital aspects which later
-distinguished some of the mainstream cvolutionary modernists from,
their forebears and may have been gradually responsible fof the shiftin
"+ emphasis from faith to good works. In part, of course, this shift from
faith to the striving, competing ambience of the nincteenth century, is ~
one of the central issues discussed in Weber’s famous essays of 1904-5.
Very approximately the effect upon views of. childhood (especially -
- during the latter half of that century) was to increase the emphasisupon
industriousness as a desirable learning cxperience during childhbod, a -
', change of emphasis from mere passive obedience to that of effective
* . outcome, or as Little remarks of puritanism: when it appeass, ‘the moral
" pressure will be on for.the voluntary,- self-initiated economic
behaviour’.? -(This  theme is ' discussed  again in the. context of
socialisation and achievement in Chapter 5). : ' -
" One must reiterate, however, that much of* this ethos is more-
concerned with the socialisation and upbringing of childrenin the home
than in formal educational institutions. For in England at least, schemes
of national education were relatively late on the scene and even the
Forster Act of 1870 was not fully implemented until the local
. government acts of 1880-6. Consequently, much of nineteenth-century
" English education was dependent upon religious foundation and
. philanthropy. (Up to 1833 there was no grant by rliament for’
_education and schools were financed by religious fodndations and by
charity support.) Such religious foundations, while often motivated by
_the highest ideals, were not necessarily capable of viewing childhood
with ahy sort of objectivity. Moreover, many such foundations had their
roots’ in the Calvinism of the past and still regarded children ‘and
childhpod as the battlefield between the forces of good and evil.

Thus it can be said that, however described, the Protestant-cum-
Puritan traditions of Christian nurture held considerable sway over the
ideas of many concerned with the upbringing of children between the

. mid-seventeenth and rpid-nineteenth centuries in England, North
America and non-Catholic Europe. Such traditions, though, were not
the only ones, and, While by the 1850s a transformation was slowly -
coming about in the writings of the Christian advisers in part hastened
by the impact of Darwin, a transformation epitomised by the term
‘romantic’ was also slowly gaining ground. Many might argue that
Rousseau, writing in the second half of the eighteenth century, wasthe
father of sach an ideology, but in part its origins lie back insuch diverse

. roots as Aristotle’s ‘learning by doing’ apd in the deist theories of
natural goodness. Rousseau, however, gave it life and immediacy. He

’
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was an impassioned and nrtu.ulutc critic of his socicty and in his wrning
“on cducation saw possibilitics for reform through the cducation of

childreny” In Emile e proposed that the child should be nurtured
“naturally’, growing up as Nature intended, free from the corrupting

influence of urban France and residing in a southern French village
wherc his learning, under the watchful eye of a tutor, would be true
learning unadulterated by the sophistications of society. The tutor’s task

was not 5o much to teach as to ¢nable Nature tq work her mirdcle for

him. Sogiety, full of unnatural.and hm;mlul'mﬂucnccs, must be: kept
from the child. It is heady stuff, powerful and persuasive. Morcover, it

has had a continuing influence ~ in part good, in part bad - upon

perceptions of child-rearing and the relationship between  the
development of the ehild and the cultural context. It contributed to the
closer observation and understanding of children and to a greater
recognition of their real state and dcvclopmcnt It 1aid useful cmph.lsis
upon the corruptlng evils of a socicty moving towards increasing
urbanisation and industrialisation. But it was dangerous in so far as it
led to an oversimplification of the relationship between child develop-
ment and culture. It was good in that it helped lay the foundation for the
great interest in childhood shown later bysuch peOple as Darwin, Preyer,
Froebel, Watson, Hall, Thorndike and Freud; an interest which can be
thought of as being centrally concerned with the ‘original’ nature of man
through observation and understanding of the child. It gave strength and
purpose to the eloquence- of some of the romantic poets (notably

. Wordsworth), as well as heart to those impoverished Chartists who saw

education as part of the way to establish greater dlgmty for all men and
women.’ But like the so-called Protestant Ethic, it should not be represen-
ted as some single, consistent-and dominant ideology; it, too, is a ragged and
fractionated conglomerate of ideas from a variety of sources, which
happened to push very roughly in the same direction. And, for
much of the first half of the nineteenth century, the two dominant
ideologies of “child-rearing ~ those of the ‘free and the un-free
child’ - ran side by side.'® The Protestant/Puritan model, while usually
in the ascendant, was the one concerned with restraint, dlsc1pl|ne and
salvation; the Rousseau/Romantic model was one concentrating upon

_”the essential innocence of children. Needless to say ‘Rousseauphlles
 were dlsapproved of and actively discouraged by :the writings of the

evangelical reformists, such as ‘Hannah More or Wesley.!! English
reformets” of the 1800s took up the ideas of Rousseau, modified,
developed, or adapted them. From then on the dissolution -of the
essentially Calvinist ideology quickened, and though that ideology
contiinued as a powerful force, a force to be reckoned with, throughout
almost the entire nineteenth century, its overthrow can be considered
assured by 1900 (assured but not absolute). !

Boas once referred to the flowering of views of childhood innocence

1]
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. s ‘the cult of childhood*,”® This ‘cult’ had origins stretching nt least as
far back as those of-Calvinism, For instance, Enrle (1628) wrote that ‘A
childe , . . knowes no evil, norhath made means by sin to be ncquainted

_with misery”.!* But the innocence of childhood is a view particularly
assodntld with the writing of Wordsworth and Blake. Wordsworth’s
famous line ' o ' :

* “The Child is father of the Man o
o . K
" is often quoted without the two subsequent ones: -~ -
.- Andl could ‘wish my days to'be
Bound cach to each by natural piety."

.
te

It is quoted as exemplifying a view, held in part by Rousseau and the
Romantics, finding fruition perhaps in Freud (and perspectives of a
subsequent loss of innocence?) and continued right through to the

« optimistic, though culture-bound, perspectives of modern humanistic
psychology. There s little doubt that in The Prelude or ‘Ode, Intimations
of Immortality’ Wordsworth does display a conviction that the child i$

" bornin ‘Freedom andinnocence’, that ‘Nature’ is, if not the most secure,
- perhaps the bcs:t tutor, and that : )

Heaven lics about us in our infancy!

Shades of the prison-house begin to close

Upon the growing Boy.'* .
v

" Assuch his influence has been well documented; as indeed has Blake’s.!”
Blake’s Angel no doubt incurred much Calvinist criticism in saying
‘Little creature, formed of Joy and Mirth,/Go love without the help of
anything on earth’,'® lest such an exhortation be taken as advice to

s children, too. But Blake's views of childhood had the advantage of being
both securely-and obviously related to Christianity, at the same time as
representing to his readers the non-corrupt nature of the child

" wholesomely and attractively. . T o

‘Other poets and essayists such as Lamb and Hazlitt may be clearly

" associated with views of childhood running directly counter to those of

~ Calvinist doctrines. Lamb in partic lar'® lets his warmth and concern

- for children show .in such items as ‘%&am Children’ (Essays of Elia) as
well as in his contributions to.Coleridge’s Poems on Various Subjects. In
the same year that Lamb published };is‘Talés from Shakespeare (1807)

T Johi Harrisvublished—his?h&Buttetfﬂy’ﬂvaall._ItWas.an.unusual poem_
~inthat it was clearly written with children in mind, yet, as Darton points
. out, describes revels which *had not a trace of moral value, nor the least
touch'of archness, patronagc,‘grownlup—neSS, be-goodness’ in them.2° It

-
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was ay a breath of fresh ainfjn children's writing - and beneath it lny the .’
_ changing perspectives of that century., Moreover, in some respects, and

taken: in conjunction with the gathering strength of the ‘cult of.
childhood’, it heralded those perspectives of childhood which still are
partly with us today. ~ : _ g
Amopg the architects \f 'Clli{dll()()d' as we know it, or describerit
today, (fust surely be abcounted one, Johapn Heinrich Pestalozii
(1746~1827). Not that his ideas fire easily rcprcslntcd as a wiified whole:

)
If onc struggles to sort out the variolis strands that comprised
Pestalozzianism, there appears a bewildering tangle of diverse.
philosophical threads, such as enlightened rationalism, naturalistic’
romanticism, German idealism, pictistical Christianity, Ssocigl
philanthropism, political reformism and industrial liberalism. It was

“a mixture. rather than a blending.?' o </ZJ,

i /s

But what is clear is that Pcstéozm cared for all humanity, and especially -

for children. He was a legénd in his own lifetime. He negotiategd:with
‘Napoleon, was the friend and adviser of kings. He opposed edugation
~ based on force, submission and rote, but he believed in firm disaipline,

set tasks and no distractions. He opposed corporal puqishfﬁcnt in -

'schools, but saw it as a reasonable part of child-rearing at home, Above

all he emphasised the humanity of the child. He believed that the chifte
lived in his own world and that it repaid adults to study and pndersf‘éi;ij:f
that world, if they were to become effective teachers. He stressed the -
importance of the neco-natal environment. He admits his débt to

- Rousseau, yet was concerned with detail and structure in learning. For

Pestalozzi, language development. was the key to learning and he

“developed exercises and games with phoneme and morpheme stems,’'so

that the child could, by learning at his-mother's knee, be capable of .
distinguishing various sounds so as to.help the teaching of later reading
and writing. At the Yverdon Institute in- Switzerland .Pestalozzi
developed and encouraged early -exploration .in :mathematics and.
geometrical relationships such that it formed a central core to the
curriculum even for 5-year-olds. o : *
Alas, in this day much of Pestalozzi's influence, his sound plans for

‘lessons, his central concern with the child’s view of himself, is forgotten,

In part this was because his English disciples, notably Charles and-
Elizabeth Mayo, seem to have been pedants as well as pedagogues.
Though they founded the Home and Colonial School Socicty in 1836 to
establish and perpetuate their version of Pestalozzianism, it is clear that
only aspects of structure and lesson planning (particularly that of the

objeet-lesson) were really adhered to. The liberalising, humanising

_concerns of Pestalozzi were not well understood, nor much followed in
‘England. In the USA, the story is rather different. Though Pestalozzi _
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wnuld)/, Al conselef) (eﬁ f(ivve had great difticulty in recognising some
of hig' heirs, his .)dcn)qs,’hélpcd to provide that rich scedbed for later

~nineteent -~undfcur,,,lyJiw_cnticthrccmury. activity-oriented and ‘child-
centred’/educationisf e :
~ All this is both l’l[?c'muprcss andd nnderscore that, ay Arles reminds
“us, ¥ children ns'we know fhem today nre no more than the cultural und
historical y'i,c)’gl'f&;f:.thc previous centuries, The child is the monument to
his culturg, sy well ns ity product, Literature likewise reflects und

_ parallcls this{p itself, Sully summed up the position quite clearly cighty

“yenrs agozwhen he wrote that the*grace ofchildhood’ . owed much to the
7 (lisc()v«f[l/yfg;"&' the poets: g . '

/130 ’
g\’or 4jworth has stopped over his cradle intent on catching, ere they
. / a?ﬁ 1, the ‘visionary gleams’ of ‘the glorics he hn_lh known’., BIukg,

;JR«;’,L. ‘Stevensan and -others have tried to put into language his

+ ‘dfyddreamings, his quaint fancyings. Dickens and Victor Hugo have
fiown us something of his delicate quivering heart strings.
Swinburnc has summed up the divine charm of *children’s ways and
= Wiles”, The page of modern literature is, indecd, n monument of our

"</ child-love and our child-admiration.?’

’
i

;

/.

75

-7 Thus, the Rousscau-cum-Romantic view developed during the nine-
%'« teenth, century, and if flowered not only in Europe, but in England and
gf,jNgr;H America equally. The natural development of the child would, if
- unsullicd, it was thought, be tending towards the good and the beautiful,
" Z4The child, now innocent and to be protected from theuglyand perverse,
. would, if nurturcd openly and ‘naturally’, achieve perfection. With him,
2~ would come a changing socicty and increasing social worthwhilencess.
It was not only pocts and cssayists who were captivated by such views,
but cducationists, too: in particular, Fricdrich Froebel (1782-1852).2¢
Froebel was a philosopher and onc who gave the name ‘kindergarten’to

the world. In 1826 he wrotc: '

Therefore the child should, from the very time of his'birth, be viewed
“in accordance with his nature, treated correctly, and given the free,
all-sided use of his powers, By no mcans should the use of certain
powers and members be enhanced at the.expense offothers, and these
hindered in their development; the child should neither be partly -
. chained, fettered, nor swathed; ngdr, later on, spoiled by too much

assistance?’ :

and *

). —

Thus, we find the human being even at the carlier stages of boyhood
fitted for the highest and most important concern of mankind. for the

5
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fulfilment of his destiny and mission, which is the representatlon of
the divine nuture within him.**

-

" Friedrich Froehel’s eatly educational ideas were worked out luting the

period he spent ut his Fducational Tnstitute at Keilhan, This imtitute
was estublished in the small village partly ut the behiest of his widowed
sister-in-liaw, who had three boys, To these thiee boys were added three

ore - and, with this little band of siy, and two other adults

(Middendorf and Langethal), the institute quickly grew to some sinty
pupils. It was hard pressed and later persecuted by the Prussian
government on both pnliliml wnd religions grounds, But dcspilc
Frocbel's leaving the institute in 1831, he continued to write and point

- the direction towards an education cunously blending uplnnmn nman
with a regard for Christianity, an education truly* pmccss- rather than
‘content’-oriented. . One hundred and fifty years' later Frocbel's
prmuplcs have a familiar and very modern sound to them, and one
imagines that Froebel and Piaget would have had much to say to one -
another: .

Self-activity of the mind is the first law of instruction; . . . slowly,.
continnously, and in logical suceessionit proceeds . ., from the simple
to the coniplex, from the concrete to the abstract, so well adapted to
the child and his needs that he learns as eagerly as he plays.?’

Fletcher and Welton say Froebel clearly came under theinfluecnce of
the romantic school of thought. ‘Nature was almost deified . . .[and]the
glamour of the conceptign, sorcadily wirmed by poetic emotion, spread
rapidly thronghout Europe, It marked another side of the rebellion of
the human spirit . . . [and] may be traced in the romantic literaturc of the
_late cighteenth .\nd carly nincteenth centurics,” 2* Frocbel wrote of
education taking account of the view that man, being a divine being, was
in unity with all things of nature, that instruction was not to be dircctive
and interfering, but passive, nurturant and protective, that disciplinc
must dircct instinct and channel it rather than mercly oppose it. But
(uhlike Rousseau) he believed that there were, however, the unbridled
impulses which the child must learn to check -and utilise, that play
should be *naturally progressive’ and that his *gifts’ and ‘occupations’
-~werc-an integral aid to the cducation he envisaged.?

Froebel, then, in his launching of the kindergarten movement, created
perspectives and theories of carly childhood education which were at
once practical and mystical. Such views quickly sprecad, despite the
initial persccution, throughout Europe, North America, England and

~New Zealand. Froebel clcarly believed that the seeds of perfection which

lay in each child could be drawn forthand nurturcd through the effective
use of symbols and gifts. Much of his analogy and metaphor was drawn

B,
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from the language of gardening The educator, like the expert gasdener,
was to provide the appropriate a0il and’climate’to enable the seed to
unfold and grow towards the light of perfection und unity with CGodand

Nature, hs actual fact, the mystital ovestones were soon forgotten = hut

~ the practices, hallowed by time and shownto bie effective, are still in pat

adhered o and followed 1oday. ‘ :

CACIENTIFIC CHBE B ALY AND EDUCAJION

While Froebel may be seenaaaclcar and legitinate heir tathe European
somantic’ tradition, he also represents an important link in the
nineteenth-century Cchain® which  leads to Spencer, Freud and
Thorndike. Not that Frocbel can be tepresented s unsystematic, There
i much in his observations whichis clearly derived from empisicism and
detailed minutiae of working with and. watching children, But for the
most part it is a “creed’, rather than u descriptive analysis; it implies
*ought’ rather than "does’. Cleverley und Phillips put this point quite
clearly when, in referring to Spencer, they say:
i P » '

’ . .

N

What is the case is an empirical matter, but what ought to be the case
is an ethical Question. The point that Spencer missed was imude inan
interesting ‘way by ong of the founders of modern educational
psychology. E. L. Thorndike, around the time of Spencer's Jdeath
(1902): "The need of education arises from the fact that what is isnot
what ought to be. Because we wish oursclves and others to become
different from what we and they now are, we try to educate ourselves
and them."?

i .

Froebel was well aware of this, but for the most part addressed himself
to the ought of education. Later writers began to move back a stage and
to consider what the child ictually /s, 1n some respects this helps redress
one of the imbalances in Froebelian theory. For, like many before lim,
Froebel is so attentive to what the child will become, that one can, at
times, forget what the ¢hildis. There is, too, an emphasis whichstill (and
inthe time-honoured tradition of previous centuries) sces the child as yet
‘without’, that is, as an incomplete adult. ) o
Of quite different character and somechow not fitting casily into the
mainstream of child study is J. F. Herbart, the carnest, hard-working,
carly ninctcenth-century. German philosopher. Dunkel says that
oblivion engulfed Herbart with unusual speed.®* Certainly, while my
teachers probably knew something of him and his methods, current

_teachers and students in training know nothing. Yct Johann Herbart

would not have beensurprised:-His fame both came and went after his

~ death. Born in 1776, he studied philosophy at Jena, then taught at the

universitics of . Gottingen and Kénigsberg. Apparently a good,

{
. RR2



d ' Pervpestivers of Chilthood 23

methodival and vonscientioms fectures, he wiote several tiajor wotha v
philoaophy and pedagopy He dicd, aged €3, i 141, a notterpbly well-
liked tocal figure and professor. Ewasnoruntil some twenty yearslater,
in FBOS, that a certain professor Taishon Zitley of Feipeig publishcd a
book called Fosundaison of the Diteine of Fobiiativg Inptrus tion which
putported o pit torward some of Herbait®™s inain ideas. Dankel
suggesty that gl of Herbart was omitted and seplaced by Ziller's
ideas. He that as it gray, the Hlowenmg of *Herbagtianiam® had begun.
Sowicties tor the study of Herbantan pedagogy weee fonaded both ga
Furope and the USA Indeed, American Herbartianinm "took oft” with
thatadtenatic Amctican vetve and guato, and John Dewey Wwas one ol
the onginal colinal memben of the expanded and sefaunded National
Herbat Soacty in 1895, Yet Heshait's theoties weee only papular for
about forty yeats, then once mote faded mto obscurty, His name
ictainy i the history of education, tather than the matmsticam of
Gemman philosophy, whese he sought ta "put psychology and pedagogy
on adequate bases™ His wdeas were used and rcassembled, altered,
moditied and ubatradted, butapparently little studied i their entisety,
Educational histonans and cldetly teachers remember only hia tous
steps’, o relatively minor tl'\mpnnzml clement i his work (These were
cxpanded mto five by Heibart's Tollowers” a quartter of a century o1
more alter his death.) Fhs four steps were clurniy, assoctation, systent and
method, and Zaller altered both Hesbart's epphasis and meaning shightly
by changing the first step into two (analyais and synthesiv), in order to
lay greater stress on the different phases of instruction, As Dunkel
points out, the four steps are in any case subject to considerable change
of name and ecmphasns even iy Herbart's own wnting. " But the desirable
cemphiasis o be achieved s clegr, both an the pedagogical and
psychological writings, Sequenice ald taxonomic analyses of topic arc
both essential. Tt would not be'tod extreme 1o say that Herbart was
-groping towards an un(lc'r,\l;mdingnl'lhc mychology of learning, as well
as trying to formulate-ideas concerming the desirability and logic of
task amalyses, knowledge hicrarchies and what we might now all
‘vertical transfer’, ' i .

But whitever else Herbart did not do, he did advance the science of -
psychology and the considerable interest in pedagogy shown in the
sccond half of the nineteenth centiry. The scientific study of children
and of childhood likewise seems to have gained considerable impetus, if

" not actual entry into the world, during the sccond half of that century,
Undoubtedly, it was Charles Darwin (1809-82) who did much to
stimfilate the study of childhood. Though his own study of his infant son
was not published until ncar the time of his own death, he had used evi-

—dence-derived fronr-the systematic observation-ofchildren-inseveralof his
scientific explinations and certainly employed it in his reflections onman’'s
engins and on pmn's links with other members of the animal kingdom,
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'
Mauy weiters haye suggested that the putiticationof that Hiegraphical
NMetch of an Iuj.ml in 18] (hegun in 1840) also marked the lk‘ﬁilll\il\g:
ol t'iliid_p:nhu]ngy as we hnow it tawday:

1 ike attue naturalist, “m‘\\ﬁl': tevatda wreee “atheoictival’ i datuie;
they simply described the develupmental phases his child pasecd
through  Chronologivally andesed, the ohactvations dated cach
developniental change by yeat, mouth and day Darwin'a method sct
the stage fap subizequent tereat b and theary i the fictd, which alao
sticased  the telatiomhip belween develupunental changes and
duonological age (ot imtance Paaget) It femained Tos futuge
theotista, mast notably Dieud and bis stadents, 1o ovedap the
‘atheotetival’ naturalinm of Darwin with a substantive theoty of
petsonality growth and devclopment wor

For Darwin, the haby could be reganded as the link be tweenanmmal and
man. I patticular, the theoty was expounded thatin wrerothe ensbiyo
and foctus passed thiough i successive senes of stages exemplifying the
ditferent stagea of development of ammal hite, The development of the
individual, that progess termed ontogenesis, was thought o be a
recaputulation of the origin amd evoluton of the speacs (phylogencss).
Thus, a theory of recapitulation grew up in which the catly swimnung
and crawhing movements of the chuld were equated with the swimnnng
movements of ful. e Moro or ‘grasp’ reflex sometimes termed the
Darwinian reflen) wasscen s asupvival fromithe days whennthe primate
infant clung to s mother's hair as she moved aboat amony the trees,
Like Darwin, and during the late 18705 near the end of Darwin's hife,
Willichn Thichry Preyer was ising the so-called baby-iography as an
attempt at a detatled and catetul documentation of his son’s mental
development and appatent associated processes duriy the fiest four
years of hfe. Preyer’s book, The Mind of the Child (1882), aroused
comsiderable interest in Europe in the new scientific study of children. -
Preyer's work s often ¢oupled with that of G Stanley Hall (1846-1924),
partly because Hall finstintroduced Preyer’s study to the cast coast of
the USA, partly because both Preyer’s biographical study and Hall's
carly questionnaites are thought of s the cssential “scicntific’ ar
systematic ingredicnts usually employed.in child study from then on. In
both the carly biographics, and the early questionnaires, too, thereare
obvious and serious weaknesses: biased sampling - generalisations from
atypical . samples, subjective and loaded methods of recarding.
Nevertheless, they clearly helped lay the foundations for child
psychology as we hnow it today.

Hall appeared to have been much influcnced by Darwin's views
concerning the origin of species and he believed that the growth of the
mind also could be seen as a scries of definite stages. Thestages were said

B!
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to vonrapand with the evolutivnay stages ol aganbiod Hall's ideas
teesival an cnthusiastic taception in the UNSA where they wese
published Gt ig Massachusctis, aiad 40y sacichics woiv Fafmcd i The
Boatoniatea dedicated tocthe obiscrvation aind Jocuineiitatioa of s hild
behaviour By nicanaof questionnaisea, achedules and obavever diasics,
Plall was able tagather togather a vartamount ol aapitical werk fiog
thiy, he wasz able to niake analvsca of gypival behavioui patterns,
prabletnz, and sc on Iafarmation conceysing appictites, feaia dicamy,

Cpunizhunent, gnentogy amd e the desslopMicat of sogmative phiyacal

amd Cognitive abilitics was disduased g relatively saphistivated way
Many propla repard the questionnanes usedas furctunncs of mdern
pesotiabity inventones, dedpite the problems of seaponse bias loading
atnd ganery o the guestions asked Withoutsdoubt, Hall's work inae
than that ufany other paychologst caept pethaps Fivad, teached the
cafy of a farge numbes o ondinaty Awrican and oghsh aitizens and
hetatded much of the changing attitinde of the ratly twenticth-centuiy

cducationint. .

SUMMARY

fram this thotl Dasie overview, o can De soon that not one Bt many
vonceptual frameworks have been used for the study of duliien og for
statemcnts abont how they might (more usually should’) be teared
Fmpincal obsenvaton of chuldign came into ever moee frequent use
dunng the second half of the mineteenth century, I was ot new then,
but it dearly ganed particular impetos from the wark of Danwis, and
the mological and evolutionary basin to chitd-deyelopuient stuidies 13 a
soute and fundamental voe Duning the lattet pat of the previous
contuey Rousscau had discusicd the maura! development of the (uld
and had regarded the mfluence of socicty atvery often cortupting and
unnatural As Phave tied toshow boctly, this strand or scam has been
an unportant one m penpectives of duld development and educanon,
Its “tomantic” overtones hase allied with or become wedded to simiitar
oncs which have been responsible forsery impottant tdeotogical stances
in childcentred education; ot has i same manner both anided and
checked those soctl determumsty who pethap pad too much attention
to soctoccononue changes and pressures. Denain cennnds us that there
can be

no cohcrent socological theary of sell, socicty, social telationshups
and sodl structure unol the sociologst has adequatedy grasped and
understond the symbohe, st ractogal, and ingustic founilitions of
the sacrtlisation process. The worldh of the chuld, whether idden ar
private, pubhic oropen, senousor phavtul, constitutea set of obxdurate
realities to which all sociological theones must eventually redun’ -

e
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. seen as thc léit-motif of educational change during the first half of the
twentieth century. Selleck,’® writing of the advances jin educational ideas
~in England, maintains that the. English progressives (Isaacs was
certainly such a one - and one, moreover, much revered by college
_principals) stood on the shoulders of Freud to achieve the advances in’
the education of young children and to shaut their message to the-world.
. During this century the study of children has become rot merely
respectable, but very fashionable. Slowly the child psychology of the late
" nineteenth and early twentieth centuries has allied itself with other -
subject 'areas, with psychoanalysis, child guidance, paediatrics and
psychometrics. Social psychologists, ethologists and anthropologlsts
have all added their. contributions to those of the growing-band of

e

_,educatlonaLpsthologgs_ts Fashion and conjecture have played their - .- )

‘part, as no doubt in any other subject; but to this has been added the
problems which are unique to much of the human or befidvioural -
. sciences, tiamely, the difficuity and danger. of generalising those

elements of human behaviour which are not amenable to generahsatron C

- For every ‘empirical’ finding, there have been found opposing ones. -
" Whether it be maternal deprivation‘® or (more recently). paternal
~ deprivation seems so often a matter of fashion rather than of finding.

Many of the arguments liave been subsidiary to a potent element in the.. -
discussions of human behaviour,-that of ‘the -relative importance -~

assigned to nature or to'nurture; and arguments about theirimportance’
have appeared in-a variety of guises throughout the last 100 years, .-
' certarnly since the work ‘of Francis Galton, that eminent nineteenth-
“ééntury scientist. The central controversy concerning the. impact of
* heredity on the environment, though now relatively sterile, still rumbles
-on, sustained at times by a shot from one side or another. Despite such .
* ‘hardy. perennials’, however, the general stream of ideas has been
towgrds accumulatlng knowledge from the different supportive
disciplines in order to enhance and rmprove “the dmgnosrs of
. ‘educationists concerning the presumed entering’ charactenstrcs of their
“learners at whatever age. Possiblyno one has done more in that process. -

-than Jean' Piaget with his steady erosion of problems in eprstemology -

~and child development:through a process of systematic observation, -

~ documentation and analysis of children’s thinking. Serious questions .

‘are often raised by ‘his -formulations, especially. in respect of his =
utilisation of * stages’ of conceptial development, ‘but hardly a teacher
- now completes his or her course of training without some reference to
Piaget’s monumental studies from 1936 to the present day. Equally, few
‘teachers in training can escape without reading something of another"
.major thinker whose work has great implication for them, the writings
of Erik Erikson.*! Erikson’s neo-Freudian psychodynamic analyses have
taken him far beyond the bounds of child growth and development.’
Some of his most 1mportant work has been in the nature of speculatrve

. . “."
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historical and retrisgpective psychoanalysis. But his work-on childhood
and adolescence definitely falls into the traditions stated (arguably) by
Freud, that of *being on the child's side’, of understanding the tensions -
caused by the constraints of collective human living in terms of child

.development. Likewise it would be hard to conceive of a present-day
course of teacher education which did not pay at least lip-service to the
behaviourist writing of Skinner*? or, more recently, the broadly
cognitive theories of Jerome Bruner. (Such contributions are discussed
in greater detail in Chapter 3.) At very least, the names mentioned are
likely to be familiar (if only as names) to educationists whoclaim to pay
attention to the motivation of children and to their apparent individual
differences. It would possibly be no overstatement of the case, however,

. to assert that.for.many teachers such names, like those of Pestalozzi or .-
Froebel, are no more than a hazy memory; or at best, a series of
mnemonics used to recall a hastily assembled body of ideas concerning
differing perspectives in psychology, which have, as far as mostyare -

_concerned, little relationship to what the teacher is thinking oﬂ?‘,éing '
with class four that afternoon. - o
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Penguin, 1972); and Schaffer, R., Mothering (London: Fontana/Open Books, 1977).

4] Erikson, E., Childhood and Society (New York: Norton, 1950), - ~ .
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" CULTURE AND LEARNING

“Not as we are but as we must appear,
Contractual ghosts of pity; not as we
Deesire life but as they would have us live, -
Set apart in timeless colloquy: D
- So it Is required: so we bear witness,
- Desbite ourselves, to what is beyond us, - Do
‘Each distant sphere of harmony forever : Ca
Poised, unnnswcrnblc .. (Gcofl'rcy Hlll) ‘ »

If one asks the questnon. ‘What matermls symbols thoughts are

- significant for people of different cultures?’, a question almost as old as

man himself, one recognises how inextricably linked are culture and -

learning. One must reply that clearly people from different cultures may 2

well focus on different aspects of the same phenomenon, and that itmust
be remembered that a// 'man’s conceptual development is context-
dependent. All of us see through eyes, hear throughearsand employ our
senses in ways that have become selective. The child, a biological being, .
becomes a person through interaction with others, wnth other thoughts, *

* with explanations, systems of valuesand different behaviours. The fact

that we are both made by.and yet make our culture is a feature of

“constant discussion in all branches of social science and in the
"humanities as well, 'Evenapartlallybltndperson realises sooner or later. -

that the responses of individuals (the traditional dependent variable

’ category of general psychology) are also an ingredient in the cultural

environment (or independent variable).that contributes to the deter-.'
mination of those very same responses. "
- From 'the first stirrings in the primeval swamp | to the technology of .

today, adaptation to environment has beenof fundamentalimportance.

We can note that anthropologists and psychologists have emphasised

_that cognition cannot be isolated from habitat or from the cultural . -
context, and that some aspects of cognition are so tmmedlately context- .

dependent as to be described as ‘situationally specific’. We are, through -
our culture, alerted to some forms of knowledge and i ignorant of others.

 The knowledge which we transmit to our children is shaped and-
- structured according to our social perception. Yet stasis- and
_-transformation seem-to be twins in the transaction occurring between

the generations, and. so. often schoohng can be seen.as a process")
dehcately balancing knowledge between those two : o

[
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Some curriculum theorists have talked about this balance in terms of
schooling focusing on transmission (viewed in tegms of cultural stasis),
or on transformation (rencwal and change). Togymuch of the former
emphasis in schooling would secem to lead to a rel tively static culture,

- while too much of the latter implics the teachér takilig on an active role

ns agent for change, and possibly, almost continuous revolution
resulting from one generation to another. This would be to polarise the
viewpoints and overstate the case. There are many cheécks and balances;
not least that schooling itsclf occurs in a cultural context which shapes
its own organisation and content, and that'the locus of power lics with
the older ‘carctaker” generation, rather than the younger.

Many philosophers and sociologists have pointed out that objective
knowledge and subjective expericnce may be seen as interdependent

* ways of viewing the same phenomenon. The accumulation of consensus

perceptions is' fhe necessary condition by which subjective experience
becomes objective knowledge. Individuals have to be able to relate
their experience through agreed and ncgotiated symbols that others will
understand. Linguists are particularly aware of this, because implicitin
the lcarning of any language are the rules concerning how words and
thoughts are put together, Young puts this succinctly when he says:

the mcthods of speech and thought that we use are built up only in
part logically or systematically. All such methods, from those of the
" pagan to the physicist, arc detcrmined by- the customs and the
language of the socicty in which he lives. The child inhcrits the
capacity to lcarn to utter sounds in sequences that are agreeable to
other people. Ultimately he lcarns: to make propositions tha are
considered truc.? : '

For many years social anthropologists have observed various cultures
and attempted to give account and cxplanation of the differences in
cognitive development, and have shown how intellectual differencesin
modes of expression and inquiry may occur.’ These differences arise
principally from the differencesin adaptation to differing environments.
Distinctions and categories necessary in one language and culture may
be unnccessary or of less importance in another. The spread of
education, and in particular Western styles of schooling, provided a rich
seedbed for further inquiry into the relationship between cognition and
culture. Schools developed in one society were sometires transplanted
into another and, together with certain attitudes concerning styles and
content, were expected to function in broadly similar ways to the
original. This was particularly true in the’periods of expanding
European colonialism, but is also true of many other forms of
socialisation grafted on to the ways of so-called ‘primitive’ cultures.
Many psychologists have been at pains to point out the resultant

-
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differences nnd disjunctures fnlearning, notably Bruner, Greenfieldand -
Schmidt.* C o )

The topic also has relevance closer to home. Children are not only
cultural products of the generic culture and habitat (usually thought of
in terms of country of origii and nationality), they are also social and
‘Subcultural’ products; and gchooling plays a large part in the
production in those socictics where the luxury of states of childhood and
adolescence is n permitted part of that socicty. This is not to ignore the
fact that children have a dynamic relationship with all.the forces of
socialisation acting upon them, changing them as well as being made by
them. But, in general, cultures that lack economic power or which have
not espoused formal schooling tend to perceive childhood as short and

‘as an apprenticeship to the business of wresting life and support from

the carth. In technological socictics children arc ‘locked up® as the
cultural, social, political and scicntific investment for the future.
Schooling is enforced, is necessary for survival; and schooling focuscs
the culture upon the children and shapes their cognitive development in
many ways, including the confirmation of valuc systems.

Incvitably, schooling is subject-to and part of changes in values, in
political idcology (more in somc countrics than others) and in the
disciplines of knowledge. Fashion also plays a part, along with
nccessity. While most teachers arc aware, indecd many teachers are
acutely awarec, of the fashions which affect pedagogy and transmission
of knowledge in schools, few may reflect on the way that tradition and -
beliefl shape and institutionalisc knowledge in some surprisingly odd
ways. Norms, values and social conventions are so much the substance
of control in schooling that, after watching a number of primary school
asscmblies, onc could be forgiven for believing, as one headmistress oft
repcated to the children, ‘We only have nice children here’. As Wilde
said in his discussion on art and aesthetics, perhaps form and repetition
are the essentials in shaping our understanding. Things may be belicved

“not because they are rational, but because they are constantly repeated.’

Much of this clinging to form is perfectly reasonable; parents and
teachers and peer groups know from experience its salience in the
shaping of the mind. And in subtler ways the shapes and forms of our
habitat arc likewise internaliscd. Like a hedgehog without fleas, the

- mountain-dweller fecls uneasy in the plains, and the city-dweller, whose

perceptual life has been dominated by vertical forms, is possibly unable
to appreciate the unerring sense of direction of the desert Arab. The
implications of all this can be stated simply, but they are far-reaching.
People will perceive the things they seec about them in relation to their
usclulness, their traditional and ritual meanings. They will be good at

things which are important to them or which they do often. The ability

to perccive, and to some extent to think and learn, will be

correspondingly shaped such that different cultures and even differences

X
o
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in group experiences will imply different patterns of thinking nnd
leurning. Lvidence in this respect s quite overwhelming,
Expressed in the extreme form the interdependence of culture pnd

~cognition is such that cacl human's experience can be thon ait of ay
B ;

unique; us G HL, Mend said, *No man’s me*sare anothier man's me’s', Yet
at the individual and institutional level people persist in thinking that
the shape-of knowledge, its very patterns of distribution, nre almost
Gaod-given. Nowhiere is this more clearly evident than in school, To hear
some teachers tulk, one might be forgiven for thinking that there had
always been ten periods of English per week, ever since crention; or
(despite the Ancient Greeks) that maths had more mtrinsic value than
art, Certainly, my pereeptions of knowledge were shaped thus, As a,
schoolboy, and quite unaware, I was taught to despise woodwork und
craft, to regard artas barely a fit occupation foranyone of serious intent,
(¢ regard music as a just passable hobby, but to revere competitive
games, 1o see shape and discipline inherent in the classics. When I
reflect. too on the cthnocentricity of my educntion, I tremble. In part this
latter feature may have been the reflcttion of the Second World War
years, during which [ reccived a portion of my education. In part it
reflects the tail-end of jingoism, a sort of frozen insistence, perhaps
peculiar to proud places like Oxford, that only the English really knew
what civilisation,and culture were all about. The rest were merely
foreigners who could not begin to comprehend the essentials of lifc and
knowledge. Mercifully, and in later cducation, T was disabused of such
perceptions. But at that time [ wis unaware of the way in which my
perceplion was closcd and altered by the culture of the school and thatof
the social groups in which my carly cxperiences werc formed, Indecd, 1
must not impute the responsibility as being simply that of my teachers.
My cognitive and affective appreciation was being formed by certain
patigrns of behaviour, certain styles of thinking and certain attitudces
which enhanced some viewpoints and-precluded others. In particular
the Christian cthic shaped our valucs at school, implemented by those
associated with muddy flounders on the rugger ficld and a weak, vagucly
sexist, anti-feminine attitude composed of courtly tove traditions and -
those which viewed womanhood as ‘the temple on the sewer’. Itisa
commonplace that discipline and its ready acceptance werc central to

‘English education of thirty or forty years ago. Indeed, there are no

doubt schools where-this is still so, though one suspects that they would
be more often found today iffplaces like Malaysia or the USSR® than in
England or the USA,  ° s ¢
Certainly, it is unlikely that present-day English children would hear
sentiments such as these expressed at speech day or parents’ evening:

_ It'is, after all, a painful and difficult thing to make a man fit for the
tasks of today and the tasks of the world. And in a school like this I

~ 34 -
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think probably discipline and the prospect of pemalty is a very
fmportant thing indeed, Tt is no use saying *1 don't like this subject’,
The first thing one has to do in o school s to leir how to tackle
subject even il it is unintesesting, You may not love it now but yon
will love it luter on.’

Then, the children aceepted that view of discipline as readily as they did
the view that Latin was the key to Jearning. Doutless today they would,
be equally sure that maths or physies are more important than music. It
this is not so, why should an adolescent in a state school commonly be
expected to devote such disproportionate amounts of time to the
respective enterprises?

All this is only to scratch the surface of the relationship between

_learning and culture, An anthropologist might say, ‘change the culture

and you change the man’; and to an important extent this is the nub,
Every human being is so shaped by his own experience that he has to
make great efforts if he is to fook through the cyes of another. Now and
again a genius such as Newton or Iinstein iy thrown up by humanity
such that perception is created afresh in one area or another, and tardily -
we take note, Less spectacularly, cultures develop and change, and
technical, scientific man requires ways of categorising experiénce, ways
of learning which are different from those of the coracle-weaver or the
hunter, Buthe may pay a price for hi§ changing perception, Adaptation
toa technological age is said by some to exact a price not worth paying;
not simply because of material hiazards such as traffic fumes, nuclear
radiation, or over-refined foods, but in termsof changing understanding
and tolerance of cach other, in terms of changing goals for the ‘good
life!. A cynical schoolteacher might ask whether the concern with
deductive reasoning and systematic conceptual development in the
sciences (efnphasised in the recent English primary-education report)®
would have been quite so obvious or immediate had the survey of those
542 English primary schools shown a deficiency in art or music, rather
than science. To this one would have te reply that, as in all cultures, the
dominant values show in the way we emphasise and reward certainsorts
of learning rather than others, and that assuredly (or so we piously hope)
our capacities for fecling, attachment, concern, sympathy and aesthetic
awarenes$ are still being fostered through different sorts of educative
experience. Learning takes many forms and we are supplied with many
teachers in a lifetime. The initial internalisation of tasks and roles
learned in infancy may be particularly salient, but those learned and
petformed throughout life will also constantly affect our pefceptionand
judgement. For cach person there will be advantages and disadvantages;
for each culture similarly. The images and shape of knowledge thus
obtained will reflect surprising forms of compartmentalisation, gaps in
categorics and problems in communication between cultures.

-
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Classification, memory, leamning and thinking will show diiferences
from culture (o culture, But perhips the hmportant thing to remember Is
the point made by Cole et al. in their concluding review of studics of the

culiral context of leaming: *Cultnral differences in cognition reside

nsore in the situations towhich particular cognitive processes are applied
(iny emphasis] than in the existence of a process in one cnltural group

“and ity abacnce in another.”™

THE ROLE ()l*-}“!'llli TEACHER

L AR

Concepty and Théory

Even u brief discussion of the teacher's vole, suchas that which follows
here, must look at the concepts employed and at the social and social-
psychological theory in which descriptions of teaching are usually
embedded. The first thing which will strike any newcomner to the arca Iy
that the notion of any composite und coherent role ‘theory' is probably
in error, Certavinly, there is a large varicty of terms employed by social
scientists; but equally certainly, many of them seem unnecessarily
complicated, often situntionally specific and frequently umbiguous or
confusing. Role theory seems to bave grown up in associntion with the
term status,-or position. The term role is ggperally taken 1o mean “an
ideal pattern of conduct which actual behaviour rarcly quite fullils'.!®
The concept of status as one of placement in u society is likewise a
somewhat fluid concept which needs carcful redefining or locating at

“almost eyery organisational and institutional mediation, In most cases

and for all practicable purposes both terms arc inscparable and theview
usually taken, that role can be best understood as the dynamic of status,
is an appropriate starting-point. ‘

Role theory is said to deal *with patterns of behaviour or other
characteristics which are common td persons and with a varicty of
cognitions held about those patterns by social participants”.!" But
although considerable use of such a theory has been made (particularly
by social psychologists), there is in fact little agreement over what the

. theory really constitutes or whetherit can be considered a theoryat all.
“Coulson has referred to role as ‘a redundant concept in sociology’, as

one which confusesand obscures ratherthan illuminates.'* Biddle in one
of the major reviews of the concept and its uses has emphasised the
serious drawbacks to role theory and has summarised them thus:

(1) lack of agreement on what is studied;

(2) lack of agreement on what to call it - and widespread use of
common terms to mean different things;

€3) lack of any real agreement upon a propositional structure
constituting the core of the theory; - =

!\
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() lack of organised empitical evidence from  studies tied o
theoretigal propmitions, !

There da Dittle doubt that Biddies work sl fpans the keystone (o
curient thinking on the subject, In addition (and despite the not
unfounded clliiciams of Coubon), it does attempt an overall theoretical
framework nd technigue tor studying the processes of norm fonmnation
and gole diffcpentintion in & more sophisticated way than the ealier
explotationd of role analysis by Gross 7 gl

The notion pf playing difterent paris as one progresses through life is
not a new one. The ideu is certainly o recuirent one in Greek playsand
was pot unknown to Shakespeare, Butit was probably G, H. Mcad, one
of the founding futhers of socinl psychology, who first utilised notions of
role-playing in theories of human behuviour in a systematic way.*
Mead's comments on the pereeptions of selt’ in telation 10 others were
greatly aided by;lus use of the termrole, butit would be idle to say that it
constituted any coherent theory. It would also be futile to pretend that
the concept was even particularly central ta Mead's philosophy, though
itdoes seem to have enabled Mead 1o pursue what Strauns refery to as the

. Mevelopment of perspectives of “soctulised individualism® and ‘an

emphasis  upon individuality within  worlds of commaon
symbolisation™.'* Since Mead, the terms have been added to and
expanded, and role ‘theory” has been employed in all avenues of social
science,

Itwas Ralph Linton, the anthropologist, who hclpcdm structureand
interrelate’some of the original terms. Itis Linton who speaks of role as
representing the dynamics of status, saying,

N .
When he [a person] puts lhc%&hhuics which constitute’the

status into eflect he is performing a role, Role nnd status are quite

inscparable and the distinction between them is of only academic

interest. There are no roles without statuses or statuses without
roles."’ .

Linton-is credited with the simple twofold classification of gscribed and
achieved roles, Ascribed roles are those assigned to one b} accident of
birth and location, such as the roles of male or female, prmcc or
Scotsman. Achieved roles are those which are open to access'in some
manner, such as those of policeman or lawyer. Such a classification is a
useful starting-point, though it offers insufficient subtlety for more than
provisional location of the individual in the social system, and it cannot
serve in any way as an analytical framework for the study of complex
organisationg. As Sccord and Backman say, two of the really important
features to grasp when dealing with analyses ofm(crpcrsonalbchavxour
are those of the aaticipatory nature of role expectations and their
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normaiive yuality ' By anticipatory the wiiters mean that anticipation '
ofanother's behaviour is based upon a hostof attgibutions made by ua
on the basis of cluca provided from the contest. Fhia helpitoshape aw
behavious and our judgenient of what s or s not appropiate, By
uoginative, Secord and Backman mcan that a petson not vnly
antivipates behaviow in interaction, but often fecls ubligedtubehavein
a cestain way whicl ta asociated with the capectationa fosmed.

Levinson, like Biddle, has maintained that role isa telational tevm,
that itis wseful aa such, but must be distinguished fram sodal position,
He sugpests that it may be comnionly used fn thice specific ways

(1) Stuchnally  piven detmands  (nogms, cxpedtations,  taboos,
respunaibilitics, and the hke) assowiated with a given sodial
posttion. Role 1y in thiv sense something outside the given
mdividual, a set of pressutes and facilitations that channel, gude,
impede, support his tunctioning in the organesation”

(2) ‘The oneuntation of conception of the part that someone plays.

() The acuons themselves,

In general, hawever, the term 1 clearly wsed so Jaosely as to become an
acctetion of all thiee of these senses.

< Inmany tespects sodologists and soqual paychologists use the teim

tole m an analytical framework occupying two marhedly dilcsent
positions along the continuum from individual toaystem. There e
those who use it in conjunction with a view of human action based on
intricate sencs of social systems built upon groupings, imsututions and
organisation; there ate those who seem to see beus a succession ol roles
telating the individual to i variety of social systeny, Some social
scientists emphiasise the importance of role perception as the main
detesminant of social action (a4 view which s often particularly
appropriate when considening the socidisation of the cluld, early sex-
typing behaviour, motivational patterns and attitude formation). Also,
whittever its weaknesses, the bridging nature of the term role is of
sufficientimport to bring many social scientists of differem complexions
1o some sort of approximate comensus whenever 'fluid” models of social
personality are necded. For instande, Allport says that, in the course of |
their lives, individuals perform mauy ‘different roles successively or
simultancously’, and in relation to this comment he suggests four arcas
worthy of consideration and relevant to the coneept of social
personality.’® Later workers, particularly Levinson, Mecrton?' and
Biddle, could well be said to provide the clear basis for a fifth (in orderto
do this, one would need to read *concept’ and ‘cognitionias being the
same). Though the burden of Levinson’s and Coulson’s pdmts are still
pertinent, that the term and concept of ‘role’ remains one of the most
overworked and underdeveloped in social sciences.”’ some gencral
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agrecment may be pencived aneng the plethaga of delinitiois ard
selated votigepty bive vusclul atcas of caonsenzsus amatig wiiters v the
topic dappeat o b da fotlows

h

B)

(4)

Role evpeytitions (that ds, what the cultidie o saboaltate
eapedctations of your nile ape, the Tiudea of thie gamie® for yuu) A
major dssuc hete 1s ron where these ‘expectations vome, and
whether the incambicat of the position s geally accuiate in his
perveption of what others eapect of him ,
Kode soncept (tole vognitivn) Thix aepicaents an anjuaintance
withand anawateness and judgeinent of what itis yoti bedieve it to
be lhe notion of dispatity betweest ideal role and actual eole imay
be pettinenthere Howevet the condepta peraontbasola pattivulay
tole tay ditler mwathedly fHum a seffics offestable (rathes than
imagincd) cxpectations uf othets) and hiddle and Thoinas argue
that a vedtain disonande may even be uactal, sunve it allows joom
tor maovement and adpistinent

Role aeceptance The degree to which the mcumbent acoepts oe
tejenty iy foles

Role performance What the imdivadual actually doca with hi role
aysigninent’. Allport maiotains that il is i patt Jdependent upon
the foregomp pomty Whethet ot s prtfmn‘{cd wholcheartedly of
notdimould appear ta selate tostem 3, above,

Rele conliicr (An addition 1o Allport’s Int amd i many tespects
une of the most musused and msunderitowd terms employed ) It
may be expenicnced on a vanety of levehy; though itshould never
be scen as the necessary convomntant of all ar any of ihese
comditions, sinve most humans have a whok vaticty of teehnigues
at their disposal whnch alleviate contlict or enable them tohold
somewhat conthcting images of the wald withun thenr own
perceptual framewirk without any personal dnintegration:

(1) when there v some discrepancy between the mdivglual's
perceptions and s actual role behaviour;

(b) when there tvincompatbility between different expectations;

{¢) when there are ¢onthctng expedtations or areds of ambiguity
which the incumbent 18 left to clanfy for himself;

(d) when Cexternal” cxpectations and  own  concept  ditlfer
markedly. : )

But 1t should be emphasised that the notion of some core consensus of
perceptionsas central to the concept of role and to the theory itsell, Ttis
certainly difficult to vahdate empincally such consensus, except at the
most basic levels and for very simple roles such that time and again one
wonders about the custence of any substantive theory at all,

2
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Phusing 1930 70 acvsral emellent overvicnms of the natuis Of gole
the ity ity alticad L onsepla anad s weakacrscy have tiien prubs ahesd i the
LI A and the Uk Biddic in his awntvampsehiensive (thiough jJuigorn
riddend teview of the carly 13603 lisis at least Wi fiajif dalldnipla at 4
thouiy, ammd canphasiscs that all b them Uike his) pointed biilic lack if
any seal cobesine structuie within the lichd Koy only Juss o uy b
shiviwm the csiztem ¢ of theusy i his tenma) ated conleavour o privviale a
general svesvacm onthe partivatarly vesed peetlan of tole ventlice, he >
alzar astnbics the litcraturs portinent fo o alovted el that of the US
‘luMn slusoltead hiver

Ihe Teu hoe

Thetr have twen a3 subumtantial auml<e of mguine: into the el
chatacteniatica of the teaching profeazion i butepe and Nath Amtsa
dunng the last forly yearz of 1o amd st wouhkd T fais to say that anat ol
them have been i the mature of crvurnens into soaeshintony,
vompatatne education, the cvaiionine s of tiachier aevswitnaont amd
awupply. privlemonalination amd the stwdy of the sohined a3 a sowial
ayatemn One of i few caily genefal sonvcdogical acabvaes of the

Tteachet's tole 1 that by Walles 7 whaalsaypwakz af rodicpeychalogical

jasucy whe h have alirect gelevatce Lo gaaant atktd cuticnd tesearch o
feacher pupsl nteiattion, Jdanreom language amd teadlung atyles
genetally Thirnnottosuggost that Walles s teow ehdeedy puoae of wagk
iy diprtly transferable from the US schontof the 19Wn t0 the dagloh
amd Furtopean fhoads of Geday, but rather that no tescany on the
teachet’s 1ole would e complete without tome wonndenation of
Wallet's viewa of teachung as a apeval form of uneasdy matained
dictatoatup One. toas, may ser a et hne et appreach from Wallet
through §lowd ™ and Wilton® tathe masave studier of aldle a2 sl in
the catly 19¢in and then on to the later and romreawhat Jearersynthrars
of Toghsh educationsts ™

All advane ed technctognal seaeticsteh uponstitutiorahised mass -
sowaalization of their young, and educationna \»ulparl cfthy Sohoals
and their teashegs have toampartiote than mere bouk-dramieg to thet

pupils “Ihey have abo toncuivate athitude sy, develop hatlaand skilis

strengthen lovaltics, promote allegrance and remforce 1otal coddes
e disaphinaty contert, the pon-codificd cthos of the s Lol the
ambiene of luns.utmm ate nownote popalatly {lulﬁnu"ksinrh as
the “hudden cutnculum” and v soane tespects trgatded as of geeates
mportanee than the manfest cutrnuium of Jkssons, bouks and the
formal organnation of knosladge andits aceess The hiddenvotnculund
1 by no means bemgn mats usdes of transtussion, the values o
impadts, nor ity effecty, unce pugnly are nnmensed “willy- (/LQ i the

qules of the school and of the clansroom Children cannoteasdy ignose

1)
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or leave the hidden currlculum They may havc to hc or cheat to support
some part of it, even perliaps to turn a blind cye onaspects of behaviour
which, while publicly castigated, are prlvutely supported.?® :
The curriculum will be’more extended into gencral socialisatian and

the teacher’s role corrcspondlngly more diffuse in respect of schoolmg
for young children. The primary teacher may also be cngaged in acts of
supervision, feeding and general nurturance mere akin to those of a-

. mother-nursc or wélfarc agency. But at, all levels teachers will nced to
perform functions, that fall into one or more of the followmg broad

~ categories, all of which are closcly |nterrelatcd '

T, T
(l)u ‘curricular transactions’ (both interms ofplannlng content andof
furthering related learning); -

(2) more general aspects of socialisation of ten related to values, social
control, mores, attitudes’ and- etiquette and dependent to some
_extent both on the community context of the school land the values

and beliefs of the staff;

(3) associated welfare’ (especially in the early years of schooling)

Each of these - categorles will, both for teacher and child, cross-
boundaries of institutional requnrement and of personal need (that is,.
nomothetic and idiographic), # and in each of these three, there is likely

) -to be discernible a high personal mode of operation, an idiosyncratic-
'style and technlque This technique becomes most readily observable
when employed in the basic function that is expected of all teachers, that
of providing intellcétual, social and emotional stimulus for the child. In
much classroom research the term ‘style’ is employed in a particular
. way; that is, in an attempt to categorise some relatively consistent set of
teaching tactics relating'to a particular strategy, to the organisation of
* pupils, their curriculum and their behaviour.’® But it has such obvious -
and clear links w1th personality, that the cluster of associated attitudes
and behavnours may hinder or facilitate, limit, or extend the operations
in categories 2 and 3, above. Ideally, the teacher must have the ability
~ (and the personal charisma - perhaps a less likely concomltant) to
present a -variety of knowledge, not necessarily explicitly, in an
interesting way; knowledge which may extend from the most elementary o
principles suitable for an infant to complex abstractions appropriate to -,

~ a young adult whose potentlal is already ‘seen o exceed that of his -
teachers. The knowledge itself will' often depend upon curricular
considerations of what is or is not appropriate.to the subject, as well as §
to the age and stage of the child; and these willto a large partbe derived . -
from the culture as a whole (see especially Chapter 6). But whatever that .
knowledge is-and whether it be amenable to didactic’ ekposition or’
discovery.learning, it will mean the adoption by the teacher of methods
and techniques whichfacilitate the ease, accuracy and eﬁ‘ectnveness of its

j .
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transmissnon. These techniques may vary consndernbly, from the skilful
cxploitation of the teacher’ smdlvndualtrmts, ‘personality’, or charisma,
to the use of electronic equipment, special modes of classroom
organisation and the cmployment of particular approaches to learning. '
Indeed, nowadays teachmg techniques must increasingly involve
handling audiovisual aids, using programmed texts, teaching machines
and calculators (even with young children), using plastics and modcrn

‘_ ‘materials in art and writing, being able to collate and cross-reference

materials, provide suitable classroom index systems, and so on; all this,
_as well as working with children who arc much more sophlstlcated than
many of their teachers, especially when it comes to an awareness of the
silicon chip and transistor ‘revolutions’.

It has been saldmthat, ‘Education is a crucial ‘investment for the
explortatnon of “modern technology. This . fact’ underlies recent

* ‘educational developmentin all the major industrial societies’.*! But that

was written nearly twenty years ago, #nd while it may remain true invery -

. broad terms, it is also clear that in Western societies in the foreseeable

future., ¢ducation will also need to be critically concerned with leisure,

* with enforced leisure (the dolc queue) and with possibilities for constant
vre_trammg )

If: tcchnologlcal innovation puts us on the thréshold of a Golden Age,

of Leisure, this has seemed to offer peculiar opportunities .to

- education. Asan instrumental activity, work seems anecessaryevilto

which education, when properly conceived has nothing to comtribute.

" When_ orientated towards work, educatibn seems destined to
. degenerate into mere training, From this standpomt vocational
education is, at best, adevice for socialising the young into acceptance

of the economic lmperatlves and dlsc1plmes of the world .of work. At
worst, it sells out éducation to the values of the affluent society, the
rat-race, the mllltary-mdustrlal complex and so on, Hence, when the
economic imperative to work is diminished, this seems to pointto the

~ importance of ‘that very thing - leisure - to Wthh education seems
peculiarly relevant 32

PR
. .
N %

Clearly, the curriculum is affected by the society in Wthh the teacher 3
lives, for the demands on the teacher tend to fluctuate accordmg to the
current requirements of society. As the bounds of knowledge increase, .-
and alter, so the curriculum must necessarily respond and adaptitselfto
the new expectations, though the time-lag can be quite ¢ considerable.

" Sooner or later decisions have to be made.on what to omit from and
~,what to add to the ¢urriculum, but tradition dies hard and sometimes’
does not lie down until long after. its decease! Constraints on existing
curricula are strong (see Chapters 4 and 6), and itis easier to introduce
new ldeas though not necessarily easy to sustain them, than |t is to

~
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~remove hnrdy annuals from a curnculum overgrown and bndly in need
of prunmg Even at tlic primary/elementary levels where there is
considerable agrecement on core curricula, the "three Rs’ are merely the
centre of what. looks at times like n constantly expanding stella nova.
Modes of evaluation, too, have a hardening effect upon the cumculum
There is a certain comfort in knowing that what one has taught is always
amenable to well-tried, well-known forms of examination. There isalso
the desirability of maintaining some basic continuity in the flow of
socialisation through gencration after generation such that it may still
“be more useful (and definitely more likely to be commended), if onecan
display an elegant written hand rather than adeptness with a calculator,
Clearly, in education, and particularly at the higher levels of secondary
education, much knowledge and many techniques are already of little
direct relevance by the time they have been passed on to the pupilsand

even relatively ‘new’ knowledge may have intrinsic value only in that it -

serves to direct the pupils’ thoughts still further (sec Chapter 4). Yet we
are frequently told that new scientific knowlcdge needs to be quickly
appliced, if we are to avoid a relative decline in our living standards as a
" high tcchnology socncty, and the most common justification for ‘why
must we do that, sir? is that it will get you or society somewhere. (No
one has yet decided that long-division can damage your health, but its
advantages for most of us are distinctly not proven.)

Formal instruction in the classroom is in many respects filtered
through a variety of interactions and.perceptions. We may think that the
prime role of the teacheris that of instruction, yet forget thatfor many of
us the transaction, style, attitude and personality of the teacher so often
completely override the content. Teachers differ, and their abilities to
organise, discipline and present ideas are in large part a function of their

~own personalities. In the past many sociologists have focused their

attention on-the effects of selecticn: (conscwus and unconscwus) by the
teacher. In the days of the count minor and major scholarships in
England (and later the 11-plus and the culmination of grammar—school
work in the School Certificate) teachers may have seen a major part of

their role as that of selecting and classifying their charges. The ’

allocation of particular individuals or groups to occupatlonal roles was
viewed as fundamental to the educational system. It still is regarded as
vital for any complex society. But how it is and was done is a matter of
serious concern to many. In the 1950s and 1960s sociologists emphasnsed
the ways in which educational opportunities were limited and minimal .
~for groups-of manual workers, low-paid or socially disadvantaged in
some way. The education system in England was shown to be highly
discriminative and, moreover, wasteful of talent. In the 1970s the
emphasis shifted and, as comprehensive education and non-seléction
became a reality (in terms of the abolition of the 11-plus examlnatlon),
sociolinguistic studies in partlcular began to clarify ways in whlch

. Schooling/45 ’
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subtler forms of attitude discrimination could still affect thie teacher's
prime role. Studies in many parts of the Western world showed that

“there were certain specch features of lower socioeconomic groups,

which appeared to affect teacher expectation and consequent selection.
Many studies also showed that people in general (and teachers
sometimes) associated different types of personality as well as
intellectual abilities with different cultural stercotypes based on speech.
This means that while no onc denies the importance of primary
socialisation. within the family and prior to schooling (indeed early

language acquisition and type of familial enyironment are so often the
- triggers and reinforcers of any later institutionalised selective process

such as schooling), it is not easy to separate the prime role of instruction
from all the mediating perceptions of the teacher.¥?

g * .

Thus, in practice itis difficult to separate curriculum from elementsof

. social control, values and selection; and it is clear that teachers have

increasingly taken on a-role which includes ‘moulding’ children or
confirming them in socially acceptable patterns. Certainly, as has
already been mentioned, teachers of very young children are at times
almost solely concerned with those aspegts of psychological and social

. adjusting which will bring the child to.terms with himself and his peers,

as well as with society atlarge. Elkin hasdescribed:the general burdenof
the teacher’s role very clearly, when he says that teachers ‘Stand for
adult authority and the need for order and discipline . .. for knowledge
and achievement . . . [and] such: ‘middle-class’ personality
characteristics as correct speech, respect for public property, politeness
and neatness’.** Wilson referred (1962) to the teacher’s role as being that
of ‘socialiser’ and a ‘social weaning agent’.** Floud preferred to use
terms such as ‘teacher missionary’ and ‘teacher social-worker’;s.
Westwood, in his seminal review article some ten years ago, described
the function of the teacher as being ‘the transmission of knowledge and
values’, and goes-on to say, - ‘ :

[in] this simple duality lies a'?good deal of the difficulty of the teacher’s
role; the teacher is not merely an importer of information, of cognitive
more or less technical skills and ability; he also passes on to his pupils
the values and norms, the beliefs and patterns of behaviour of our
society . . . [such] complementary aspects .. . may be termed the

‘instrumental’ and the ‘expressive’.y’

One of the more obvious functions performed by teachers of young ' _

_children concerns the welfare of the child. In many countries various

combinations of such tasks as supervising school dinners; attention to
elementary hygiene; supervision of breaks; arranging medical checks;
referring children to the psychologist; treating minor ailments and

accidents, form part of the teacher’s routine functions. With increasing

44 | ;
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concern over rond salcty, vencreal discases, or drug-taking, more and
more authorities ook to teachers (cspccmlly those in charge of
adolescents) to add advice in these spheres to an already diffuse and
scattered set of rcsponsnbllltlcs. Where home situations orenvironments
do not satisfy or fall short in some way, there may well be additional
. requests from parents or voluntary associations for the provision of
~after-school clubs and play-centres, Alrcady. community schools have a
long history in England (particularly in Cambndgcshlrc), and such
schools may well insist that extracurricular activitics become 2 serious
commitment for their staff such that evening work and supecrvision
commonly extend the teacher's role. Where mothers are out at work all
day, thcg:hlld may nced to be occupied and supervised for a period much
longer than that of the normal school day. Grants may be available for
the provision of school clothes or for the needy to go to school camps
and holidays. Teachers act as the agencies controlling the organisation
and dispensation of such money. In all, teachers now do much more
than merely refer children to social visitors or special schools, They are,
in fact, a basic tool of the welfare state. Floud’s ‘teacher social-worker’

) alrcady has a long history in England and is a concept fully understood’

in many countries, from the USSR to the Gambia; and the possibilities
of role diffusion for teachers are seen to be virtually limitless.

Clearly, performance of such functions as those I have elaborated
~ depends very much on theage of the puplls and on the type of school and
environment. It would be most unwise, for instance, to assume that the -
 teacher’s task is identical in all state schools of a givenlevel. Teachersdo
not so much have one identifiable single role, as a cluster of roles in
which there are usually clearly identifiable elements common to all. But
even within subject specialisms the role changes vastly according to the
* potentialities and needs of the pupils, as well as ‘the personallty of the
individual teacher.

No consideration of the teacher’s role, however brief, can avoid-
attention to the teacher’s position as controller of the child’s fate, The
teacher controls this very obviously and immediately in the individual
classroom, in that he or she can make: life very difficult, not to say.
" “downright unpleasant, for a child if such a stance be desired. But this is
relatively limited, usually to only a pomon of one year’s academic life,
and may not have any long-term effect. It is perhaps more important to
note that itis frequently teachers who nowadays control and ad minister
* tests and examinations; and that the more that modes of examination
and evaluation become flexible and child-oriented, the more central the

" role played by the individual teacher in assessment. Such flexible forms-

of examination become ever more costly to administer, a political fact of
some importance. Moreover, processes of evaluation in which the
individual teacher is so centrally involved (mode 3, CSE, cumulative
record cards) tend to expose the teacher more fully to public gaze and,

>
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possibly, public criticism, Profiles, academic records and the use of
more Nexible dingnostic tools may well be of great benefit to the child

angl to the direction of really child-matched work, but their us¢involves

recognition of their subjectivity as well as of the benefits they bestow,

Perhaps, alter all, outside cxaminations, cven the rightly suspect’

practice of setting 11-plus examinations, had some advantages, in that
they were slightly more objective than the profiles so often used for
descriptions of junior schoolchildren on ‘record forms of current
preoccupation among English LEAs. The assessment of competence in
school depends upon so much interpretation of feedback both by the
child himself, and by the teacher, that the allocation of life chances, the
control of fate, may be at best a somewhat more haphuzard and
whimsical element in the role than teachers pretend. :

~ Wiseman once made the point that the role of the teacher cun be seen
from very different perspectives (those within the profession and those
outside it), that the educational administrator and the politician
probably each have quite different ‘brand images® of the teacher and
that “if these differ markedly from those of the teacher himself, the
resultant planning, organisation, and legislation are unlikely to receive
much professional acclaim®.’® What is indisputable is that in this cra

education has become a4 matter of immediate public concern, and |

though the social implications of ‘education can sometimes obscure
rather than illuminate the public’s view of what one might term ‘the
prime’ role of the teacher, there is a continued and lively debate taking
place in many countries concerning the relationship of schooling to
social, economic and political structures (and hence of the roles of the
teachers) in that society. Many such debates relate to the apparently
rapid change taking place in teaching méthods, but some relate directly
to the urgent economic or political concerns of the nation,as well as to
the relationship between the teacher's role and the teacher’s own
political stance. In respect of the latter it has been said,

social institutions reflect political inﬂuencesf'They may be embedde

in the phenomenon of the hidden curriculum, for example. The-

_teacher who' thinks that education should be completely insulated

~ from politics is now in a strange position. If he remains obstinately
committed to his stand, his own practice may belie his belief since he
"contributes something to the hidden curriculum in his school. If,
without alteration in his belief, he accepts that political influences
inescapably affect education systems in various ways, then his
declared belief appears to affront reality.”

Often, the attitudes that teachers hold (and perhaps display) towards

children of different social and class or ethnic groupings-are themselves -
- redolent of certain political beliefs,

s
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If one can generalise from research such as that of Brandis and
Bernstein,*® and if teachers do generally view certain sorts of children
and their associated reasoning more favourably than others, then class
and (by implication) political blas in selection and the offering of
opportunity to children seem to be features (albeit ‘unconscious’ or not
Jully understood) associated with the English educational system. This is
not to represent teachers as showing wilful bins in their attitudes towards
different groups of children, but simply to underscore one aspect of the

. problem, It may simply be a form of naive psychology which more

readily responds ‘to people like us'! It may be a variant of, or
concomitant with, the experience of achievement motivation. which
forms part of the teacher’s own frame of reference, is part of received
wisdom in training, yet is itself much less clear than some rescarchers
would have usbelicve. Here I refer to the notion thatdifferencesin child-
rearing relate to differences in achicvement motivation, that such
differences are most casily described in terms of social-class groupings,
and that values associated with long- and short-term goals can’ be
meaningfully assigned in terms of sociocconomic status, Certainly; all
this is well known,to social scientists, since the programmes‘of research

.on achievement motivation have poured from the departments of .

sociology, psychology, industry, comparative social psychology and

~education. Specific aspects, like the dynamics (and the validity) of the

construct 11 Ach. have been debated ad nauseam (see Chapter 5). Yet one
doubts whether much of these flow into classrooms in other than ill- -
digested forms. But even half-understood theories of childhood
socialisation -may leave a long legacy in the mind, may pass-into the
‘mythologies’ still hotly debated in school staffrooms; for instance, the
apparent correlation between the child’s academic performance and the
socioeconomic status of the parents. That there is some relationship
between child behaviour and parental environment is rarely in dispute.
What forms such behaviour may predictably take and the salience of
certain associated variables, certainly are crucial areas of debate;
debates. which frequently reflect such different ideological and political
stances as to make the conception of the teacher’s apolitical role most

) im/ldequate. Questions concerning whether teachers should be free to
teach what they please; concerning the degrees of participationin school

government enjoyed by pupils; concerning pupil assessment of staff, all
may quickly expose the degree to which the teacher’s role is concerned

* with the knowledge, skills and values deemed of central importance in a

society, and hence with ideology and politics. The teacher is one of the
‘front-line troops’ in society’s battle for a recognisable,ongoing cultural
identity.3 The utilisation of cultural heterogeneity is not just a
programme for elected politicians concerned with deprivation or
immigration, with resources and provision; it concerns the teacher, his
job and his beliefs. In a country like England, where it has been
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estimated that only about 10 million of the population can be described
as truly indigenouy, it must be an issue of considerable importance,
Tenchers convey thelr messages and beliefs almost inadvertently; they
cannot teach without exposure, Transaction and its associnted pevsonal
umbiences, communicate dirvectly to the chitd constantly, even when that
child may not heed the main burden of the message. Ideology flavours
the communication in the classroom, the organisation of learning, the
tone of voice, the gesture, Teachers select and control, modify and
cncourage at every turn, The teacher’s role is necessarily political, evenif
we would wish to aver it otherwise; political in the sense that
institutional socialisation 18 at the behiest of the state and (more usually)
concerned with some broad attempt at providing for congruence in
norms, valucs and provision of resources; politicaltin that it relates to the
administration of government policy; political in that the role is bound

_ up with the mcans of social control and selection. '

THE CHANGING PATTERN

What, then, does all this add up to when a teacher gocs to his or her
classroom? Certain perspectives culled from psychology and sociology
will be currently fashionable (if not currently applicable - the two are
not always synonymous) such that teachers may. readily display -
familiarity with, if not understanding of, some of the views of Piaget or
Bernstein. On the face of it present-day teachers may be cxpected to
know a good dcal morc about children, their development and the
mechanisms of social selection and control. It is doubtful, however,
whether they will know that much about the children’s actual learning
processes other than the most gencralisable features derived from
combined reading, intuition and limited diagnostic cxperience. If
schooling is nowadays maore process-oricented than product-oricnted, it
can surely only be considered a relatively minogshift inerphasis, since
in reality what is now known about the dyn;zl(ljg of lcarn’S\Tbis not that
ch

casily generalisable to groups of children that it can\be speedily

“applied in the classroom. Different ‘products’ arc, of coursejacceptable

in the classroom in a way that they would not have been forty and fifty
years ago: There is now recognition that wholesale uniformity of goal or
outcome. can stultify creativity, as well as insufficiently allow for
individual differences in ability and motivation. But the curriculum still
relies largely on product, still infers process (rather than perceives it or

* caters for it) in even the'most basic of subject areas, even indeed in

reading itself. . ‘
In 1890 the certificated teacher knew that upon leaving his two-year
course at training college,* he would have to teach a prescribed
syllabus, that there would be set educational standards to apply.at the
various stages of schooling, that coercion was considered a qscful and

'
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highly appropriate mode of transmission, His job, if he were at all
unimaginative or insensitive, would be concelved in terms of dinning
those standards of attainment into the viarlety of children he taught, by

" rote-learning if necessary and alded by suituble incentives, of which fear

of the teacher secins to have been quite real if we are to believe much
autobiography.” That teacher's knowledge of psychology and child
developmeng would in all likelihood be minimal, though he might have

- some idea of lesson plans based upon the so-called Herbartian steps,

Indulgence of children would be frowned upon, and ypdetdeviation
from the lesson norm would certalnly be ¢ensured, *Capes and bays'
geography (memorised by heart), the ability to rend a pussage from The
Times (asa test forstandard 4 in some cases), knowledge of the four rules

of number and the ability to copy from perhaps Ruskin's Sesame and

Lilfes in a fair hand would he his yardsticks of cxcellence. Whereyer
possible, children would be taught as a class and lessons would in all
probability start in the same way, ‘Arms unfolded, take up your slates’
(or pens, as the case miy be). The entering characteristics of children
would be thought of very much in negative terms. The children were
there to be taught, to be dragooned, disciplined and to commit to
memory all those things which adults thought most. desirable.

Like their forcbears, the late-Victorian teachers for the most part
‘knew’ with a solid conviction what was suitable for children, what
children nceded: )
Whatever people didn’t know about the children's health or how to
teach them,' they knew the children's duty. What a tremendous
standard was sct them! They ought to be silent, they ought to march
in and out in orderly fashion, they ought to attend ~ above all they
ought to attend! - to whatever the master or the Vicar or the pupil-
tcachers or even the monitors might put before them or upon them, 2

Formal education was conceived of as being concerned with the
rudiments of knowledge necessary for the dispatch of the average boy or
girl into a sober and industrious life. Many of the teachers would be

‘products of a pupil-teacher system that often resulted in provision of

teachers with a limited outlook and little cultural width or tolerance in
their understanding of things. Moreover, such teachers were fof" the

‘most part drawn from one group of society, a group best thought of as
- the ‘gentecl poor’. Such a caricature does, of course, do'injustice to some

of the teachers of the time; and no doubt it would also be possible to find
some contemporary teachers who taught more like the caricature of a
century ago. But in the main the position has changed considerably.
There are still many assumptions in the transmission of knowledge
and content which may not have changed quite as much as educational
ideology would appear to suggest. But concomitant with the much-
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vaunted but illdellned shitt from product 1o process-oriented learning,
has come n host of dilferent expectations on the part ol teachens and
certuinly u ditterent nttitude or set ofuttitudes on the part of the public,
Even twenty years ngo Jean Flond was able to describe the teacher'syole
us atfected by some noticeably different expectations; the teacher had
hecome the group leader rather than the dictator, she suid. He was the
provider ol educational opportunities rather than the sebiter of moral
Muthority, the distributor ol expertise, amd he had become *the opinion
leader under the cloak of which he must manipatfate them {the children]
to the hest of his ability in the light of personal values which are
increasingly scculir, neutral und imprecisely defined',** Nowadays one
may presume that John Smith, B.Ed..in Urban Road Middle School,
will know something of the dilferent developmental rates of the
children, will know a little of the important (but uncertain and difficult
to generalise) features of cognitive style, will be aware that motivational
and personality variables are often crucinl to learning. Itis quite likely
that he will be concerned about breadth in his curriculum, and ubout the
problems of coping with interdisciplinary work, while allowing for the
beginnings of in-depth specialist knowledge to develop. His class of 11-
year-olds will be organised on a group or individual basis. His project
work will sometime involve days of one ‘subject’ at the apparent
expense of others. The children's class reading material will, one hopes,
be carclully sequenced; actual reading schemes (il still necessiary)
articulated or programmed to fit carefully with one another. The
children may well use sclf-checking devices for recording progress in
much of tlicir basic,work, and John Smith will be free to move around
his class worki ith individuals and groups for much of the day.**
Certainly, whatever clse from the nincteenth century remains, it is
unlikely that the children will have an unduly learful attitude towards
the teacher. He will be spoken to quite freely by the children; will rar¢ly
act as the fountain-head-of all wisdom or the *moral arbiter’; and may
well from time to time admit his ignorance and be concerned to learn:
alongside the child. S )

It is also safe to say that nowadays the casual visitor to the school,
whether a primary or secondary, institution, will find much greater
variety of organisation between' schools than he would have observed
100 years ago. In many English primaryschools therc will be no syllabus
as such, though there may be guidelines written by the head- or by a
teacher with the responsibility and the enthusiasm for a particular
subject area. The curriculum at the primary level, and possibly at
middle-school level, too, will- be inclusive; the ‘seamless coat of
knowledge" is a popular term often heard on the lips of modern teacher-
trainers! Subject divisions will not intrude and John Smith will make
frequent use of community and local resources. The school will be
noiser, but it will probably be much more€olourful thanits counterpart

s -
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ol three generations ugo. Present-day secondary schools, which insome
respects have alwdys neglected the entering characteristics of the
learners, or at least have never been able to adjust to themn and cater for
then in the same way as tmany primavy schools, will not be as colourful
us their contemporary primary counterparts in the display of individual
and group work: Butlike primary schooly, they will be nolsier; they, too,
will make use of televisiofi, tape:recorders, rdio and film in order to
asugment leason material. Tn particular, many such schools will have
facilities more ukin to those commonly found in higher edutation. There
will often be excellent sporty hally, workshops and commerce facilities,
and sometimes swimming pools and language boothy (though these
latter scem to have, fullen but of favour in the later 1970s). Many
sccondary schools Wil have large libraries, comprehensive reference
sections and videotape slomgc systems; some will have microprocessors
and mini-computing scrvices. Even %o, the pressures of subject

boundaries and of examinatipn objectives, ‘as well as those of
narrow-minded subject specialists, will preclude much interdisciplinary
work and will certainly be unlikcly to allow for much of what might be
termed ‘differential access' to the curriculum. If Jimmy needs three
hours a week maths in the second year, while Mary only requires thirty
minules, few secondary timetables (or teachers) will be capable of

. allowing such differences in contict time or study. But John Smith
“(secondary or primary) will have been taught how to exnmine his

curriculum plans with a view to allowing ds many different points of
entry as possible for the children. Certainly, he will be expected to
conltinue his own teacher education, to attend courses at the teachers'
centre, local college, or university department, and to seck ways of
improving his skills. In all schools he wnllbc expected to build upon the
enthusiasms and abilities of childr b as possible, to usc local
idiom and social circumstance whe ;:im be used to enrich the
school work. Local geography and social actuility will enhance the
relevance of his curriculum, even in highly specialist areas of learning. In
short,.because of the interest in cgalitarianism and because of the
attempts to mect the demands of ‘individualised’ yet ‘equal’ opportunity
to learn, the tcacher will nowadays be expected to match hiscurriculum
much more closely to the varied abilities and interests of children (see
also Chapters 4 and 6). If trained recently, such a teacher will have paid
considerable attention to these issues in his college work and, though

.he may still have a very hazy grasp of much developmental psychology,

he will know enough to realise that present-day fashions demand that
his relationships with children are founded on understanding rather
than fear. Thus, his children (especially in the primary school) are less
likely to sit in serried ranks and more usually will bé grouped according
to interests or current friendship patterns. He will expect to talk to
children and with them, but never down to them, He will be aware
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that though not casily quantitinble, warnth aml teacher involve-
mentZeoncetn seem o be impostant clements in the learping process,
He may well attempt to employ his knowledge of the childeen’s
different styles of wotking, of theis paiticular stiengths, of their
difTerent levels of motivation and intereat, as well as taking account of
ditterent levels of ability and any important ditfeiencea in social
bachground when planning and carrying out his work, Ceitainly, the
childien will be much maore independent and “antonomonn’ than they
could have been a centuny eatlicr, Their choices, theitfieedom ot action
and their concerns, have become principal and uppenmont in his nind,
Movenient ibout the classtoon and childien talking and sharing their
wanrk liive become communplace und often cssential ingrediepts to the
clavaioom enterprne, c

In oy parts of the Western worldo it iy nowadays possible to find
vatiatiom of child-centied and open education which ate the result of
chunging ideologies and expressed jpnd - cncapsulated ain diflerent
approaches 1o school building and architecture. Tn North Amenican
schools such a clanged view of the chistroda is beat desenbed in teran
of the “open schoal’, In England it is perhaps better déscrbed as cluld-
centred education, Both are at times synonymous, but olten they aie
not, ' 3

During the ke 1950« and carly 1960 some English and American
school buildings began to change. In 1937 an clementary school in
Canon City, Michigan, was built. with’ virtually no intertor walls, In
sonie respects it was an echo of the nincteenth-century schoolhouse;in
the main it was because the city planners and educationists were
cohivinced that they wanted a school which facilitated team-teaching
approaches and mixed-grade stuations. fu England in the carly 1960s
Leicestershite pioneered several new school designs which were semi-
open or conccived i terms of workshop aseas around which the
children could move. In both countries the changes were initially (and
still are in the main) relected in primary and clementary school
building. Thus, during that period school architeets on both sides of the

"~ Atlantic could be found drawing up plans for open-arca schools,

‘workshop® schools and semi-open, combined resource-urea schools
which were radically different from-those which had gone before.!’
However one construes the elfects of changing building materials or the
varied pressures of cconomic stringency, the overriding concern seems
to have been an attempt o achieve flexibifity in a world of shifting
cducational beliefs and assumptions, in a woeld where *free activity™®
and ‘learning by discovery’ were becoming increasingly. the slogans of
progressive educationists. To some extent such changed buildings were,
in England, no more than an expression of the optimism of the 1960s,
part of the drive to.replace a large number of the ancient clementary

. board-school buildings of the past.

2
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o aome reapecta the necd foe Henibility had biesn sevognised for Tifey
yeary ur murc. Schoals bailt i boghand just prios tothe st Wadd
Wat had heavy plass and wood pactitions betweci sauic ddasarouimsin
vider that cértain g onibined deania, craft, or niusic activities could take
plave.” Hut such pattitions offesed little geal Hleaibility. They wege.
cumbeome, thein movemcnt entailedcomidearabile advanced planning,
anad aniyway the classes thus pastitionced off weie usually cigaged upon
Yuite difleret surticula and often Qiffcrently tinictabled ¢ rom oy
owneapencnoe bwouldoetaindy asierp thag these partitions weee atmost
wseless and ilered Bittle i tegm of teadhing flevilubity 3 In the U'NA 3t
way mudh theaame Right ap o the 1965 schooly were being bailt with
rernvable inteeion pattions Agan it was anumed that progranine
thanges could be et by teartanging the chuldeen and the 2ize of the
roon Bt takang down and e etecting the patitions proved slosw and
fartly eapemsive New spaces thuy cteated alten mivolved coatly
altcrations to ighting and heating outlety. So from the movable wallto
the achool wath noantenor walls tor very 2w), seemed tomanysunply a
logwal and approprate progression tn duthdng design Circulas and
he vagonal builldmgs  became  cominon;, stir-shaped schools with
dillerent tesource amd practical arcas at cach pont of the stat becane
relatively commuon (especially incertain parts of England when utilised
for mtant or first-schoobbihlmg) fnthe USA the elementary schools
often ot porated a centtal hbragy or "common® asat o called. Jhe
‘open” school or flevble open-plan school had arved.

Gradually, the increaung mterest in senmispectalised approaches to
core elements i the carncubin interacted and cambined with the need
for "wet arcas” and workshop arcas where clay, sand and water wark,
where woodwork and practcal maths and saence could tahe place. So
snall specialpugpose rooms of bays tended 1a be added. Sunken praor
mezzanine loors became popular, capecallyin the UsAandin Canada,
In Califoroa duning the caddy 1970 a new elementary school was buily
almost every day and 20 per cent of sich schools had totally openinteniors
and alimost 78 per cent contained sume form of open and tlexblenternior,

“As Boydell points odt, it is important to remember that open education

can take place in non-flexible bulldings and that conmversely the open
schoul is not necessanily a guarantee of open education occurnng within ¢
But the overall philosophy of the planners concerned with open-arca
buildings was not that dissiilar from the English idcal,one of ensurnmg
flexibility of pedagopy and interaction between stafl and children. In
particular, both in the USA and the UK, the desited outcomes were
apparently those of individualising instructuion wherever feasible. This

- has sometimes been interpreted as leading to haphazard learning, a by no

means necessaty concomitant of child<centred approaches, butaserious
danger for inexperienced or carcless teachers. In most respectsconcepts
of individualisation and open or flexible buldings go together much

.\
V\}



O

ERIC

Aruitoxt provided by Eic:

36 M/.h‘rﬂ and N Avwling .

sore casily than with any teve oo tafopmal gedagogy, llm‘ughll is atill
pisaible o find schionls in Bngland and in Haah Ajncrica mhcie the
apprivac s o teaching has not te cn fumlasicntally alteicd by ifadein
nuil.lmg uUEN Poeas ways, ‘evaluation of the ppen plan ssineod ha g
Lasd inetcly on physiwal vonsideiations, Lut g the im;md the speare
has on the gmwople who wse i, amd in Whe Dieeduin i allows Toi
caperimenting with new pedagogic theotiesandinethonda™ ** fnthe same
papet he 2ays of some Foruntaopen schoolathatihe staff hoged that the
acw schooly would provide

-

(1) araitable ennvitonment for Bighly tnotivaled pupals to suceed,

(1) proviien of such vatied uppaadtunitios Tot paitic ulae interests thay
lezs well maotivated pupily woubld be inspired,

{3) masimize the pie of audiovizual and techni al facilities,

4) allow sullicient flendubity for special amd femahal edwation

Prrogtamimes

My ownpescainh wouldicad ine o feed some untcarc abuut the bebiels
capicased initem 2 abuve 1 tenhility and incscasad frvadom of (hoice
may be all veiy well for the chibd aleeady hfll».nwm ated amd peead fa
making thoney ina warld wheee ey owmn contied n gelatively
predictable Bul for duldien from lesa fortunate backgtounds, the
relariveds wstiu tured, Chawer laden porutulitics of cpeneducation can
et al to hn og her aapunng these veny sl winch will e needed
for eduvational progiess (we espwaally Chapter Yand also note 1800
Chapter 6 Perhaps, as Matgarep Donaldbson says an geapect of the
young ikl " The uld needs help tasuatan hun though the a« tual
pProsess of leaming’, and latee, that teachen "excraise auch control a3
needful with a light touch and never Gotelinly the necd - the ulimate
aim of the vontrol 1s to render itself unneceazary

o oone acepts that fleabidity of organmzation and Hewubility ol
Dudding, plant and petsonnel (openness) are features which o
pedagopial slealopies with theones of organisation, communnation
and movement, one indlearly aware that the mam purpose ss taachieve
some formy of dnldwentred leanmng  Phe peastbiliies of openspaces,of
child chionee and of ¢hidd freedom of mov e ntimpone sttt Udisaphine
upon the teachers  Tvalyation of (he <hild becomes of central
smportance Onthe other hand,itn necessary tosttibeabalance Asane
teacher onee putit, you won twant tospend allyout ime waghting the
pre aatead of fattenmg ' But Lattemng vn the night duet anplics an
awareness oof telative and appropnate intellectual “weight™

One of the problems that many teachers face, espevially duning ther

probatonary penod, s that of coping with the demands of a much.

frec r-lowing organmation, gatiing tocachchild onas regulara hasisas
posuble, and keepmg track of overall desclapment and progros,
Another problem, though of a lesser onder, 1 that of nose, Open
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buildings are certainly noisier in my experience; and while one is
perfectly aware that the quiet hum of purposive activity is acceptable,
buildings with large resource or central work areas can provide a great
deal more noise than is conducive to teaching small groups or.
individuals at the other end of the area. But teachers obviously have
different thresholds of noise tolerance, and there is the advantage that.
there are usually several adults movmg through such a teaching area, -
The children also have more.adults to interact with, though are quite
often working co-operatlvely and this, too, is another source of
" excitement and noise. In all, no prescriptive advice is possible, From the
heady pre- and immediately post-Plowden days in England to the
somewhat sober days of the late 1970s and early 1980s there has been a
definite lnjectron of caution. In particular, systematlc development of
» " child learnlng and. the-ifyportance of comparative and diagnostic
" checking have clearly come to the foré. The -assumptions underlymg
child-centred approaches, while not totally submerged by criticism from
diverse ‘quarters (which ‘varied from the early stridency of the Black
Papers*® to the more cautious tones of the Department of Educationand
Science (DES) in l978") have certainly been subjected to careful -
scrutmy The: results are that there has been a noticeable pulling back .
both in England and North America.’? The. classroom may have
changed; cértain emphases in learning and $tyles of organisation are’
very different from those of 100 years ago, but.the burden of current
advice runs very much along lines which value a combination of both
openncss and structure, which emphasise individualism and systemauc,
‘logical conceptual develppment.’® The ‘ big challenge now is to
‘attemptt.a ‘balance which draws the best from mixed approaches.
Howeéver, new buildings do now exist; the classroom, the ideology and
. the pupils have changed. There is unlikely to bea retreat to coercionand
.imposition of teacher-chosen material, if only for the reason that our

© clients, the pupils and the parents, are unlikely to permitit. As Goodlad
says, ‘Goals for schoolmg emerge through a socio-political process in

" “which certain sets of interests prevail over others for a period of time’
and, though the present ‘back to the basics’ cries on both sides of the

_ Atlantic may currently be. heard loud and clear, there is evidence that
this movement has already run its course. Goodlad opines thateviden'cé

. for this can beseen in the problems which authorities have in defining
‘basic education, and that ‘most parents want much more than reading,

- writing and arithmetic for their children, even though they want these
" ~fundamentgls assured .., Parents want al@he educational goals to

which our sdciety is commltted’ A
. It must also be remembered that the changlng classroom now holds

]

vast cohorts of adolescents within its walls, that the ‘elements of- - »

- education for children up to the age of 12 years or so have given way to .
-much wider concepts of education for all. That ‘all’ includes

.h." »
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sophisticated, imaginative adolescents, who wish to havc a say in"their
education, who nlrcady have a powerful influence in many avenues of
modern life and who in many casesare reaching the legal age of majority
while still in school or full-time education. Under such circumstances
the classroom cannot afford to reflect ‘shades of the prison-house’, It
must reflect the changing cultural context, respond to chang'es in
technology. Parents, children and teachers are required to interact;
choices have to be made, curricula justified, explanauons offered.
Education moves towards trnnsformatlon and parucnpauon as wcllas
mere transmission. The clients have a voice,

M. C

DURE IR
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Chépter 3 |
Psychblogy and Education

THEORY WIEH PRACTICE

Pedagogical theory Pms been linked with psychology since the days of
Herbart (sce Chapter 1) and like psychology is, among other things,
directly concerned with individual differences. It is a truism to say that
no two children are alike, but much that is at the centre of these
disciplines nevertheless rests upon the ability to gencralisc about human
behaviour in a sufficiently meaningful way that modest predictions may
be made and strategics for teaching adopted. In addition to its concerns
with learning per se, a great deal of pedagogy is set in environments of . -
busy social interaction. Thus, social psychology, that rag-bag of idcas
which falls somewhere in the interstices between sociology and
psychology, also contributes to any study of psychology and education.

Within the broad field of psychology contributions to our knowledge:
of human behaviour are often still classified in terms of certain basic
schools of thought or categories. The categories, like most categories
employed in the social sciences, overlap and sometimes obscure much

" more than people think, Very approximately three different broad

perspectives may be described. These are normally termed those of the
behaviourist, the cognitive and the psychodynamic. Each may still have
its adherents and enthusiasts (though they are notably less partisan than
in the recent past and the notion of ‘Schools’ with a capital ‘s’ is no
longer - appropriate). Each can claim, with some justice, to have .
contributed not only to our general knowledge of human beha viour, but

_to our knowledge of learning itself. Each perspective has influenced

beliefs about child-rearing, about emotional health and about education
such that, for example, non-repressive modes of child nurturance and
upbringing are often justified in terms that owe some allegiance to the
teachings of Freud and his followers; or, to be openly concerned witha -
teaching system or a method of character training based upon
incentives, rewards and punishments, is to invite being labelled a
behaviourist. Much labelling is crudely stereotypic, but some of it has
passed as if by osmosis into our everyday language and the way in which
we talk about human behaviour. Inevitably, and perhaps fuelled by
public usage and the even less discriminating usage by some divisions of
the mass-media, certain terms have become emotive, redolent of
meaning out of all proportion to what their originators intended or
hoped. A ‘Freudian’ is in this.way seen as a person so overpreoccupied

~ with the sexual dynamics of human behaviour that he may be assumed

(SN
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to offer n sexnal (sexy?) explnnmlon for everything. Likewise n

“ ‘Skinnerian’, poor man, Is condemned as mechanistic and uninterested

in the lmcrlor workings of thie mind or in the feelings of people. As one
might expect with even minimal reflection, the truth Is very far from
such stereotypes. Present-day ‘nctive inquiry in psychology and

_education is much more subtle in the background of theory it draws

upon, and in many areas of psychology today there is a constant cross-
referring and linking of ideas from the different original strands.
(Attribution theory, for instance, links behavionral and psychodynamlc
nspects of psychology, and pérsonality studics commonly associnte
ideas from social-lcarning theory, medicine, pharmacology and
psychodynamic theory.)

The student teacher, confronted with lectures on psychology during
his course.may be often bewildercd. His main motivation is presumably

- that of becoming a teacher, rather than becoming a psychologist. Any

conncction between psychology and education must thus be scen as
immediately relevant to the child, the classroom, or the teacher. Such
links must also compete in the market-place with commonsense,
traditional advice on classroom control and organisation, a host of tips
on curriculum planning and many other features concerned with the
student-teacher’s survival on school practice. But it would be
rcasonably accurate to say that, for many years, countless* student-
tcachers have sat through equally countless lectures on Freud, Piaget or
Skinner without immediately (or even perhaps belatedly) sceing the slightest
relevance of the lecture content toschool practice. Why, then, isit done? It
is because, for the most part, teacher-trainers have long been convinced of
the wisdom of gaining insight into both the workings of the self, and those

of the developing child. In particular, classroom practice presupposes a

particular view of the child and both initial and ongoing attempts to assess
his or her stage of development For half a century and longer views such
as those expressed by Susan Isaacs in 1932, have prevailed in the colleges
and departments of education: ‘even afirst-rate practical teacher can gain

ﬂomethlng from a study of children’s minds for their own sake, and from

looking at the facts of children’s thinking and feeling and doing, as these
have been gathered together by the psychologist."!

Such sentiménts as those of Isaacs, coupled with the work of, say,
Tibble,2 or with the later well-known papers by Morris-on the
contributions of psychology to education,’ have led teacher-trainers

inescapably to the conclusion that psychological studies in education

are a priori essentials for the would-be and practising teacher. Yet while
the case for their inclusion has been made repeatedly and elegantly over

~ many years, and while itis assuredly accepted by most people engagedin

the education of teachers, it remains uncertain just how much of those
studies may be said to inform the teacher usefully such that his practice

is really made more sensible of the psychology of himself or his students. - '

ot
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Of course, one might make the cave that even o half-assimilated
knowledge of Piaget's findings on concrete operations may uselully
guide the practising Infant teacher into providing plenty of practical
learning experience at the child’s level. Yetas we have scen (Chapter 1),
130 years ago, Froebel said something which was clearly intended to
lead to a not dissimilar organisation for child lenrning, and Montessori,
like Piaget, certainly emplhasised that the child had the potential for self-

- regylated activity, that is, for using those concrete experiences for the

nourishment of intellectunl growth, One might also point out that
cducational testing and particularly the long romance with the meansof
assessing intelligence have clearly had a considerable impact upon
teaching, upon the evaluation of learning and the diagnosis of individual
learning difficultics. A good deal of psychologicil rescarch has clearly
influenced educational ideologies and, as has already been emphasis:
these affect our assumptions about the child, about the nature of?@
learning, about the motivation involved, about the personality of th
teacher and, ultimately perhaps, about the style of pedagogy involved.
But one should bear in mind that education is (like politics) particularly

. vulnerable to scientific and quasi-scientific findings being used, or

worse, misinterpreted in such a way as to further one ideology rather
than another. Nowhere is this more obvious, for example, than in
discussions ¢oncerning the relationships between ability, heredity and
environment. As Bodmer says:

Inheritance and the working of the mind have no doubt fascinated
and intrigued mankind since time immemorial. Allegiance to one’s
own group - be it family, village, country, race or even specic ~scems

_ to be almost instinctive and with this instinct comes its complement,
racialism. Put these three ingredients — genetics, intelligence and race
- together, and you have onc of the most emotionally charged topics
of the day linking science and social affairs.*

Measures of intelligence (or rather their uses) havc certainly
aggravated this controversy, and such measurcs and their advocatesin
psychology and education helped to keep alive particular forms of early
selection of children, because they were thought to be well-nigh
infallible and highly predictive of certain sorts of learning abilities. In
fairness, however, onc should point out that psychologists have long
criticised the improper or inappropriate use of intelligence tests, have
exposed the many problems associated with attempts to design so-called”
‘culture fair' tests and have concentrated an enormous amount of effort
upon better and better diagnostic tests of reading, language

comprehension, memory, perceptual abilities, and so on.

Al this could lead one to conclude that psychology has bestowed
some very mixed blessings on education indeed. But that would be less
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thun falr to psychiologist, The real problent is that much psychiologleal
vescarch v necessarily exploratory and tentative, that the only easity
predictable thing'about human nature, the very stuff of psychology, is
that it is wnpredictable in large measure, There Is also the associated
problem that much pyschalogical research, particnlarly that related
explicitly to education, is rarely made available to teachers at the ‘chalk
fuce’, us it were, without having been filtered throngh the dubious
medium of mass-publication, or by means of oversimplification ‘und
staggering generalisution. Certain controversies or issues tuke on the
appearance of hardly annmals in the way that they ‘pop up* with great
regularity over many years. Typical cxamples arce the issues bricfly
discussed here. The first concerns the researches of Rosenthal and is
usually referred to as the ‘Pygmalion’ effect,* that concerning the self-
fulfilling prophecy. The second, more recent, is concerned with teaching
tactics, or *styles’, but is often broadened out into a consideration of the
type of school ambicence that seems most likely to enable all types of
pupils to progress. There have been many well-intentioned attempts to
classify and examinc thosc key artefacts of classroom climate and school
organisation which scem most conducive to efficient pupil lcarning. Of
the morc recent in England are those by Rutter eral. and Galton et al. ;¢
one of the most notorious, that of a few years back by Bennett,” and
some of the most thorough, reported in the US review of research by

-Good, Biddle and Brophy.? :

Studics of the various effects of cxpectation on outcome have a long
and fairly respectable pedigree in the brief history of psychology, and
cxpectations of success or of failure can act as powerful selective devices

-in the interpretation of human behaviour. There is little doubt that in

psychology (as in other scicnces and social sciences) experimenters do
often expect certain results, as well as possibly desire certain results.
Indeed, much hypothesis formulation rests upon the tacit assumption of
the former even if framed in the conventionally*6bjective’ null form.®
Rosenthal and his associates have carried out a substantial volume of
research which purports to indicate that even Experimental
Unintentional Expectancy Effect (EUEE) is surprisingly pervasive in
human learning situations. Though, as Barber,among many others, has
pointed out, the studies do not clearly demonstrate whether the

-expectancics of experimenters unintentionally or intentionally influerice

response.'® Furthermore, studics such as the well-known Pygmalion in
the Classroom .have not been particularly well supported in the
subsequent reviews of associated research, and they have also been
shown to be somewhat technically inept or possibly even ‘fudged®.!!
However, the original Pygmalion hypothesis, “while still. not
totally supported, has gathered confirmation and credibility over the
years, and has now become legendary in education to such an extent
that it has led to an increasing focus of attention upon the way
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that tencher expectation may influence clussroom outcome. Machr
s0yy,

Out of #ll the effort and emotion that were embroiled in the dinlogue
on this plienomenon, certain understundings seem to have emerged.
First, there iy evidence that teachers readily slot children into
certain entegories, much as people who ade placed incertnin positions
or levels inany social group nre slotted. With the slotting goes a set of
expectations for each person’s performance and nctions that will
work toward insuring the realisation of the expectations held."?

When one couples such aspects of teacher behuviour with the perhups
natural tendency which many of us have to regard our past fuilures to”
learn us the result of not getting on witha particular teacher, one may see
how attractive and powerful such ‘half-myths’ may become.
Nowadays, and perhaps understandably in a time of extreme
cconomic constraint and (in some cases) in oversupply of teachers, the
accent in teacher-triaining, in school teaching and in school
orginisation scems to be one of nccountability and utility. These terms
have become the by-words of official pronouncement and have been
aided at times by concomitant community-concern over vandalism,
school discipline and what one might loosely term ‘instrumentality’ (or
lack of) in subject matter. Education may sometimes be conveniently
blamed for not fulfilling the promise of a materialistic society’s vision of
better things to come. Those who dctect a ‘fault’ tend to sce it as
resulting from soft or child-centred “approaches to the learning
‘situation.” As such they may quote Bennett's findings'* with approval,
as if thosc somehow proved that only highly structured, teacher-

initiated approaches had any chance of furthering the advance of the

nation. There is little doubt that, in England, Bennctt's studyand report
were cxtremely timely. Rescarch. on classroom processcs, while
acknowledged to be notoriously difficult, was and still is vitally nceded.
But anyonc entering such an arcna at such a time in England (the late
1970s) could not be so naive as to be ignorant of the usc to which such
research might well be put. Undoubtedly, in the last twenty years or so
several books on psychological and sociological aspects of cducation
have shifted public thinking on key processes.'* Bennctt's book may well
prove to have been one of these. More recently still, the work of Rutter
and his associates' stressing the fundamental importance of school for
the child's achicvement has had similar wide publicity. In many ways
(and despite methodological and statistical shortcomings) this recent
work has been particularly timely in that, based upon the meticulous
documentation of some six yéars' rescarch in twelve secondary schools,
it has re-emphasised the importance of the school and the teacher inthe
child’s learnings Buildings did not appear to affect performance, but

Y
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teachers did. High achievement seemed to depend upon what sort of
people the tenchers were, on their creating and maintaining certain
norms, on their ensuring that there was logic and consistency in the
villue systems of the schools and on their acting us  models
congruent with yuch vilues, Rules and expectations formed an
important part of o coberent miessage engendering success,

Two picces of English work have been touched upon simply to
illustrate that psychological and social-psychological research can be
peculiarly powerful in educational ideology. Like the US Pygmalion
rescarch, such key findings can sometimes seem to act ny catulysty, orat
very least confirmation of heliets und revised commitments such that
cducational policy changes, "The picture is, of course, in reality much
more complex. There are formidable research problems for one; there
are the multitudes of variables to be considered, and one must also be
sensitive to the complexities of recording and interpreting naturally
occurring events and to the unlikelihood of any omnibus generlisations
being of much use to practitioners or tencher-trainers. In particular,
teaching styles cannot be defined very precisely, and have been defined
differently by different rescarchers. In reality there are probably as *

“many styles as there are teachers. Even if one can classify teachers into

types relating to teaching tactics and classroom organisation, such
knowledge may not be very effective unless one has an_indication of
possible cause and cffect factors in the learning process, some detailed
theoretical model, particularly in relation to the individual child rather
than the class as a wholc. Somewhat like the original Pygmalion work,
the truth probably lies half way. Like thatcarlicrresearch, Bennett's too
ts weak in certain respects for, among several statistical infelicities and
plain confusions, he and his colleagues failed to indicate clearly
important composite factors, such aslength of teaching cxpericnce, the
difference between urban and rural schools, und so on, Itis true that an
idcological battle ensued, that the technical weaknesses in the research
were pounced upon with enthusiasm by many cducationists and
statisticians. But the overriding. impression in the public mind now -
seems sccure just a few ycars later. Child-centred approaches are ‘less « -

cflicicnt’ than any other more formal approach and formal teaching

styles foster greater pupil progress than informal ones.!” In reality the
position is almost as obscure as it was before Bennett's rescarch; and
style, mcthod and organisation for effective learning are still arcas of
considerable complexity and uncertainty, Morcover, as Boydell points
outin a balanced and carcful appraisal of the rescarch, '* ‘large areas of
children’s lcarning were left totally uncxplored, for instance high-level
cognitive concepts, affective development and social skills' such that
argument based on such research can be meaningless and of little
practical ust to teachers. Perhaps all that-onc has lecarned is that |
concepts of ‘style’, classroom ‘climate’ and, to some extent, those of

(B
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teacher expecthtion ure extremely difficult ones to encapaulate,
However, what one nast emphasise is that the individual™s perception of
the context and paychologival nieaning of the transaction is probably
the most fundamental factor in the effectivencas of learning, This, as it
will be appreciated, is mof necessanily the same thing ua the teachet’s
perception, nor as the quality of the interaction (though it may be
associated), nor the same as averall classtoom cthos, Peghaps the sane
subtle  approaches wre those which emphasiac the learner’s
chatnctetisticy, as well as the styles of interaction, There are, of comse,
always the problems of generalisation to the sorts of classtoomy
situations which teachers recognise. The methodological issues are
serious, snd are ay Brophy states in i recent summary paper on the
resenrchand problems: " Findings with practical sigmiticanceare hkely to
appear only il investigators use settings and treatiments with enaugh
ccological validity to allow generalisation to ordinary classroom
teaching and use treatments’ powerful and extended enough to produce
nontrivial differential etfects.”™ 1t is this' last viewpoint in particular
which always crops up when teachers themselves discuss the importiance
of social-sience rescarches for educational practice, The gap between
sfront-line® research and teacher experience is often neatly highlighted
by references to such things as class sice and perfornance, Research n
England scems to suggest that size of class is not a particularly
significant factor in pupil achievement. Every teacher “hnows' it to be
otherwise. One. of the main journals of education in England
(Educational Rescarch), which attempts to place current rescarch
findings before the teacher in a non-technical way, is clearly not much
read by teachers. The journals relating the more technical or detailed
aspects of educational psychology are (within my experience) totally
unknown in school statfrooms. :

Despite all this, there does seem to be some slow process of feedback
from psychology to education. That feedback ny occuron in-service
courses, in initial training, in more detailed formonadvanced courses,
or in the ‘gobbetised’ manncr in which itis usually presented in thedaily
press. Fach of the broad perspectives - behaviourist, cognitive and
psychodynamic - has its adherents and frequently acts as a frimework

for explanations of human bchaviour offered by tcachers. Let us look.

therefore, at these frameworks and some of their principal contributions
in just a little more detail.

DEHAVIOURISM AND THE SCHOOL CURRICULUM

It has been said that behaviourism scems to be more than a mere
approach to psychology. by many it is considercd to be psychology
itsclf, Certainly, in the past, there have been many who have thought
that all individual differences could be cxplained by differences in
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fearning. Behavioutivm basa tong histary, butbasically it v an be e fie
as a Vvicwpoint whichsecks toascertain vonaisteny it Buman behavious
in the conied of eaternal EVCRD BCCUTRIIRG IR Ehe 1A CHON of nuani with
hia envinvmment. Lhisdews ot imcani that ily faychologiasla have beeny
mnfluenced by behavioatiun. Philosaphe s, sociologiats, biologists and
historiana have all teen influcnced by ity eaplanatosy power, Uy ita
elegance and somctimes by i patzunony  Thus, a sceiologist
enamowred of behavivurnm aight well sech toeyplainacvial behaviour
solely interma of nonmtative presaute whidy e pvreciveatobe operating
i intespersonal settingy. Mis problen would nu daubt be in part
voncerned with devising a yystem for the boting al all those obeeyvable
eventy uf sodiat intercourse which it was pecessary to chatt tefose he
could attnbute causal miechanisims with any certainty {hete ate uthee
problenn, too, assoviated with perception and consensus, bt for miany
a suqal [h)(huhlgl\l_ amd rsp«.‘ully thowe comerned with, sy,
clasaroom ateraction, the above mentioned would be p[c‘ssulg andd
centtal concerns b The paychologint sinularly wall place stimule al a
premium and attempt 1o interpret huntan behaviour i termis which
imply camality (or atleasthigh salicnce) incertan swts of those stunul
For i, leaemngia probably the mostimportant deter minant of human
behaviour and the sole of conditioning will be jegardet as vital vy the.
process.

3B Wabon™ as often referied (o ay the father ol behavionnss
pasvhology. Notperhapsstictly true, since Watson's behaviounm was
based upon almaost pure Pavlavianapproaches toclnsical conditioming.
But from the beginmng of this century, he has had the ot profound
eflect upon US paychology in particulir, Ininally he worhed on tmethods
for studying ammal psychalogy, stiessing the prunary igipoflance of
abseevation. From this catlicr waik, he became convinced that it was
the only scieattfie way 1o progeed and that human peychology should
be based upon extieme obgectivity and upon the impottance of careful
observation. His stress on observing behaviour ran counter 1o the vicws
of those (growing) groups of paychologists who were 1nterested in
imputmg motive to the act by teflecting on the Prvate, or umagined
private, mental hfe of subjects. In some senses e was anvous to
transmute the study of psychology from an imagimng, hypothevning
study to one more aban to the physical and natural sciences. He rejected
the ansunctual theories and the carly Freudian notions then prevalent.
He attempted 10 formulate explanations of compley aspects of
personality on the grousd that cumulative conditianing explained all.
His weffect was certamly catalytic,. He tiggered a vast amount of
cxpenmental work which continues to this day, preparing the way for
B. . Shinner and others to provide us with many convinging paraliels
between the eflects of reinforcement on pigeons and on human beings.
Equally important, Watson provided a basis for psywhology which,
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thrughadefaient incomblcning what Polanyihastchnad dhoming muie
than we can 16372 Tas cerfainty vawad all students iof poychology to
e3pouse ckements of the bohavicuial mdthadolagy i thaf allempls 1o
wicatle wath any acicatde tepadtabiilify Shiwdeints oof cogintive i
fran hodyname pohotogy ate asansicauaasaii Sncie Iwhavieutist by
ot esemplary of concurrent vabadity Gusually intonms of vBrstralde
goblats cf T havicund o it onies v stagesnintellectual gromihiog
Lo the umaverzatism of certans avibals n Jdcanny

Watsoi's vicwms and irntea? those of othep Behavioutnts have Doen
subjpotiad b consdorabl sooptiing gt sctuting, particularly hia
carbict rather esticns envidenmentalist vaewz his Bebief that huan
b liavic-iig way the tum total of mhat bad Teen leatnad froan the
covitomtent Nomadays anfact i fow people w autid take wtivusly the
ot ol evtivinely Jognmatic amd caaggaratad \l;v{;‘na whih Wationmade
oo b halt of leanming Many o holognty claidleiont g<iauasion have
Loobidat the prehloms of deabiog with '[\-h;“;’,&f‘,.— yjpwaaaily snce nm f
Lehaviour wirually teprcwats only an aytwand mamfcstatun of
vontplicatedanteinal facterr Thew areanany arraiated problado, oo
Obsving and oy onting hwsan havious ol pomcancan Iniyou
take what the niaindocs of what he says he sl dussanindwabion ol ae
Tprae state P ARt anywas, how dothese Baoatier iy eelale Lo Yaahieg?

aperennnal problom Lo thess speaabinng i, ray, attitade tesvanch g

attpihutin theeer Nescrtholioss, pch of the aork wlinchatems Lo
e Exhavioutal sohoee! of thought Ty bevsy vory sngessful the
triatleatabity oof Butnan bebavicur Hasbeen drmammtratad evciand et
again .

Pevchodopiaty and ahiclopnat of a behaviouial disjvention have, as
has abieady beoen rooibonad, a tendeney to be strongi mflocnaed by

Baohoginab tesoan h strat s and have attempiedteapphy physotogical
b v =

techingues toomuch of thework Much of ths Lattey Bas Deenventird
upon b omatory elscnvation ioguontiy w sth ernnateos edbr g thanaman,
But taete often st with marimabs and bonds loss comphoated an
cogtative ard socal belaveeur Soceess or Ladure i poal attamment
teeccmics a sepntfnoant facte s the detenmmanty of tehavieus Reoently,
st weorh has Beencatned cut with smatbmfants and the ponaplesof
reinfotacrsent and  comhbomny considerably enlanced by the
Lnowledycfithat, on many rrapedts, the pewc-bom buman mtant can be
repanded as o larpely getion vrpanim awarting” the stimulation of his
sternal orgamc prosgasss of those ol edeinal anumstance F Some of
thes work dearhy Bas st ronts i Watson's work et the 19204 some has
Jeveloped fremother cathy exponents ot condionmg suchas Pavloy or
Therndibe
Undoubtediy, the person most responable tor the cutension of
hnowledge about learmng i the Watsonan tradition s B F. Skinner,

Shinner, frequently pusumdentood, stll so often dismissed 35 a
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+. ‘Watsonian  behaviourist’, for the last forty years has been
C pxungmkmgly building up knowlcdgc on instrumental condmonmgund
“has provided a steady stream ofmformntlon concerning reinforcement
- both in terms of reward, and Jf punlshment Skinner has never claimed
to be a ‘theorist’, but the ideas underlying much -of his work do
constitute a thcory which is dCCCpthcly simple and may be summarised
-as follows. An or;,amsm arrivesat a given pattern of behaviourthrough
a series of approximations that secure the desired end-result for that .
organlsm Success consolidates the responses in the form of greaterand
‘greater efficiency. 'Failure causes the dropping of the rcspome
associated - with. failure. This system can be shown to work in the
laboratory and appears to wark- in other situations as diverse as the
therapy and trcatmcnt centres. for maladaptive behavnour and the
classroom.
Gradually ‘others (notably Liddell in the USA,* and Eysenck in
England) have provided more and'more evidence that forms of
behaviourism can ,be applied to: theories of neurosis and more
importantly, pcrhaps. to the" practlcal applications in treatment of
depressed and anxious human beings. Skinner has often been
“misunderstood and possnbly misrepresented. Heis not a strongadVocate
of punishment; his work i3 much more subtle than earlier classical
conditioning; and his work does have strong lmpllcatlonsfor education.
: Morocver. it must not be thought that Skinner is not interested in the
. self: He has said that he'is as much interested in himself and in what .
makes people ‘titk’ as in rats or plgeons In his book, Beyond Freedom
and Dignity,-Skinnerseems to be conqerned toargue that man must take
- control of his environment before it takes'control of him, before it is too
-late.?* Evolution must be controlled by the conscious shaping of the
" roots of our behaviour, Survival depends upon recognising the power of-
the culturalforces which condition us and in attempting to designan
-entire culture which can benefit all mankind. To do all this requ1 res an.
act of recognition. This recognition is crucial and it consists in the
realisation that man cannot be afforded the freedom or dngnlty of
abseluté - autonomy (ln a totally individualist sense). It is an -
environmental ‘thesis in the extreme. To change and «adapt human
behavnour you have to change and control the environmient in a much
' ,more systématic way. According to Skinner, man is very slow togiveup .
' 'attnbutmg responsibility to others for the bad. behaviour they show
* towards us. Until we can recognise how powerfully shaping external
. circumstances (including our actions) can be, weare not likely to achieve
va scnepcc of behaviour which can be effectlvely coupled with technology
.~ vinan attempt to solve world problems. This is not to suggest that.
<" Skinneér is a lope voice crying in the wilderness. He has man)?'followers
" and-an, lmpq “’ve_llst of successful demonstrations t@y prove, his point.
OVCr th&.{ﬁ ﬂt’y years of active cont‘rnbU}lons to péycﬁology. he has
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developed and demonstrated techniques which clearly do modify many
sets of behaviours. Among other things he gave impetus to the follow-up
of earlicr work by Pressey™ on so-called ‘teaching machines’. For, in
many respects, it was Skinner’s careful formulation of what is termed
operant conditioning which led to more skiJful attempts to create
environments for learning which looked into the dynamic factors that
make an organism act upon his learning environment in sucha way that
the cnvironment, in turn, affects the learner. Of course, programmed
instruction, self-instruction and teaching machines werc not entirely
new ideas. Pressey had devised a system of evaluation not dissinilar to
‘ some present-day teaching machines, and as early as-1943 Richards?*
v was a firm advocate of the careful stage analysis and sequencing of
“material used for instruction. . ' B
‘In 1958 Skinner described his work on programmed instruction.?¢
The arrangement and management of lcarning tasks depend upon the
careful analysis of the material to be learned, Thisrequircs anawarcness
_ of the various objectives to be achieved and of the means of supplying
- feedback of information a% various points. This feedback is absolutely
", “.vital, since it is the knowledge of results which in part acts as a further -
motivating force, as well-as being the focus for determining the
next sequence. Feedback'is also highly significant if the material to.be
. learned’is to be used by’the child or student without the aid of the
“teacher. *Teaching machine’ is, of course, a misnomer. It is not the
~machine or programmed text which ‘teaches, but rather. the skilful
" presentation of material in-such a way that it relies on the principle of
operant conditioning. - Well-designed, branching programmes of "
material, when used in conjlinction with some of the more sophisticated
computer-linked machines, do allow for individual differences in the
characteristics of the learner to-a much greater- extent than might
othefwise be possible with conventional teacher-child interaction.
. Unfortunately, there is also the _considerable likelihood of bore-
" dom setting in sooner or later, if some human interaction is not.
" involved. , . : )
Operant conditioning is not simply  restricted to*physiological,
.autonomic responses.: It is much more sophisticated than that, and
- " Skinner argues that mosthuman behaviour consists of the accumulation
of series of operant résponsesin the absence of detailed knowledge of the
stimuli, Stimuli that an animal seeks are reinforcers. There are different
levels of reinforcers. Some, like food, the alleviation of thirst, the
achievement of sexual release, are “innate, that is, unconditioned.
Negative reinforcers are those which animals seek to avoid, These
sheuld niot be thought of simply in terms of punishment; they are not the
samé. I might avoid large social gatherings because Iam shy, or because
Icai’t dance, not because people have the intention to punish me when I
arrive. Wh'en;!we ‘enjby‘_s'u\cqess-at a certain game, enjoy getting a puzzle
} - Yo vy ’ L .
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solved, enjoy coping with a difficult picce when playing the piano, these
can be seen as positive reinforcers. :

What is it, though, that determines the valuce of reinforcement? Is it
simply that success (that is, getting the next sequence right, or
successfully mastering the next stage) engenders and enhances the
motivation to complete the learhing tasks? The answer is that it all
depends upon the psychological and to some extent physiological
situntion. For example, in Skinner’s original experiments, the degree to
which a rat would work at a task for food was in part dependent onhow
hungry that rat was. With human beings, it is often much more
complicated. For instance, various attractive features may exist within a

* learning situation and some may act as reinforcements to behaviournot
intended or planned for by the teacher. The child, learning a series of
mathematical cquations set out in some carefully sequenced

. (programmed) form, may well teceive stimuli from a variety of sources
such that they override his attention and devotion to the learning in
hand. His needs, which- may have developed as the consequences of
other reinforcements, some of which are biological in origin, may now
be primarily concernéd with hunger for human attention, friendship, or

s, the need to assert himself over others. Thus, the need will be expressed in

the form of a collection or association of behaviours which the teacher
- recognises. As a rule these needs will have much more motivational -
power and salicnce in the child’s cyes than particular programmes of
school learning, Capitalising upon them in terms of the child’s own
learning is something which most teachers have to. learn to do slowly
and by accumulating experience of both the individual child, and of
children in general. From thig point of view, one can see how complex it
would be to apply behavioural theory in the classroom. But, of course,
this does not mean that Skinner is wrong. What one wouild really need to
do, if onc was to follow the theory zealously, would be to see that the
total evironment for this or that child was set out to take account of
desired behaviour and appropriate response, and controlled accordingly.
This would be an astonishingly-difficult, complicated and, perhaps,
-soul-destroying task. To many educa tionists the notion of programming
the total environment is anathema. It would clearly destroy much that is
« held dear, since freedom of choice and independence of action would
become severely limited.-Such a deliberate learning environment would
also become precious close to indoctrination. Certainly, it could become
open to manipulation by the unscrupulous, though probably that risk is
no greater thanthe existing ones in our much more haphazard systems.
" Yet the idea is not so outrageous. We know that the culture shapes the
man, and Skinner would simply point out that culture is simplyanother
name for the social environment and that the controls of "that
environment ought to be in our hands. As cultures change, so new .
" .practices and behaviours arise. Skinner his also pointed out that'a_
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P ¥ulture which has explicit aims is more likely to survive than that which
J% 4 does not, He suggests that expliclt design in the culturc promotes the
! ."{5 . good of the culture and accelerates the evolutionary process, that a
; - science and technology of behaviour, if thoughtfully and carefully
adopted, could make for a better design. -

In Beyond Freedom and Dignity he says, ‘The problem is to free men,

not from control, but from certain kinds of control’,?’ that the ndtion

- thatall control is wrong (and such notions are decply ingrained in much
of our literature and tradition) is unwarranted. Skinner talks of the great
achicvements of science and technology being the frecing of men from
the dangers of famine, exhaustive labour and discase by changing some
of the environment, by changing the nature of the dependence, by
redesigning those clements of our environment and culture which are
inimical to our survival. His arguments arc persuasive and stimulating. .

Many people seem convinced by them, - : ” ‘-\.

" * The beauty of using well-designed, carefully programmed material,
either in conjunction with teacher or machine presentation, is that it
‘relies upon operant conditioning (sometimes termed instrumenial
conditioning) and immediacy of feedback. Wrong responses and
mistakes are not reinforced, whereas in conventional class situations,
errors can sometimes be compounded, built upon and thoroughly
internalised by the child before the teacher ever gets round to looking at
the work or responding to the child’s query. There s little doubt that this
immediacy of feedback is a very important asset in the learning
situation. The child does not have to wait his turn for a response-to-a
right or wrong answer and there is no queue of children clamouring
‘Please sir . . . sir, please’-and then being disappointed when for the
fiftieth time their responses go unheeded. The child employed on a
machine or with an attractive well-matched programme may also progress
as fast or as slowly as he wishes. The questions in each programme will
be so devised as to attempt a diagnosis of various possible ‘necds’ at any
given stage and the material will be presented in ways that allow fast or
slow (or different) routes in order to match those needs. In other words the
programme will be a branching programme, rather than a straight-
forward end-on or linear programme. But the programme will only be as
good as the programmer. The analysis and sequencing of material may
easily be done badly and, if it is, boredom is the inevitable outcome.
Furthermore, such programmed texts or teaching machines, while very
useful for the expansion of learning along fairly easily ascertainable
lines, can rarely cope with the more creative and open-ended styles of
learning. At the present stage of educational technology the materialsin
existence seem rather unlikely to develop  imagination, enhance
exploratory behaviour, self-awareness, sensitivity, and so on. One of the
key problems in the use of programmed instruction, especially if it is
. entirely self-activated, is that of sustaining motivation. For, though
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“feedback and sclf-pacing are important aids to motivation, it is clear

that for many human beings those aspects are just not enough, Itisvery
casy for the programme designer to think only in terms of the contignity
of his progranime (the articulation and sequencing of material), and this
can easily lead to. dull, repetitive, mechanical and ultimately
‘disengaged’ responses from the learner. '

Clearly, the work of Skinnera nd'ofhis associates has been of great use
to institutions of formal learning. Schools and colleges all over the world
have made use of self-instructional material and machine presentation
bastd upon the methods suggested by Skinner. Skinner's work has also
acted as a catalyst to other approaches to learning. For an important
feature has been that greater attention has been paid by psychologists
and educationists to the presentation and sequencing of textbooks and
instructional material generally.?® In particular, greater attention has
been paid to the stages or hierarchifgg through which the learner must
pass as he moves from one concept to a more sophisticated one. Also
Aattention has been focused not only upon the importance of positive '
reinforcement and of rewarding responses with speedy feedback of
information, but on the realisation that whole subject areas may be
entered at a variety of different points or levels of sophistication. Much

~of the terminology which has developed from the vast amount of

research on learning is, to the non-specialist, somewhat confusing; and
much that is specific to theories of learning seems to be somewhat
remote from the everyday world of the classroom and the curriculum.
Psychologists have tended to want to examine learning under neatly and
carefully controlled circumstances and this has usually meant
experiments taking place in the laboratory, using cats escaping from
puzzle-boxes or fish"swimming towards lights, The teacher, naturally
enough, is more concerned with teaching Johnny to read or in finding a

‘stimulating wiy of presenting the life of Hereward the Wake.

Nevertheless, the connections between Skinnef’s researches and the
schoolroom are perhaps more immediately appealing than many; and
certainly many people would concede that any technical system of edu-
cation which encompasses principles of behaviour analysis and atten-
tion to reinforcement by appropriate response owes a great deal to the
work of B. F. Skinner. : _ : o

Of late, and particularly in the USA, considerable attention has been
paid to setting out the classroom as an environment concerned with the

‘total behaviour of the child. (This is especially so in respect of early
. childhood education.?®) Th
‘environment of stimuli which kan be planned, altered, matched-and

classroom is considered to be an

maintained in respect of a desired set of behaviours to be elicited from
the child. To some extent Fersterynd Skinner*® paved the way for the
viewpoint which maintains that continuous reinforcement is
particularly desirable in the early stages of learning. This does notimply

’
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u necessarity mechanistic approach, however, since itappears (andns no

* doubt many teachers have known for centurics) that soclal stimuli are

especially important for young children, The important thing is for
those social stimuli to be systematically and carefully developed in -
relation to the overall learning of the children, Other psychologists"!
have categorised types of reinforcement most appropriate to learning
and a considerable amount of this work has been adapted to approaches
to compensatory and early-childhood learning in the USA. An offshoot
of all this, termed behaviour modification, nlready has a long history in
the USA und Canada, particularly in respect of pre-school and primary
cducation, and in some areas of the trcatment of maladaptive
behaviour. Evans lists some twenty-one separate represcntative studies
in this ficld which relate to children’s academic behaviour, and
comments that hundreds of studies relating to older subjectsalsoappear

"in the literature.”?

Another psychologist close to the behavioural tradition and possibly
even more directly concerned with schoo! learning is Robert Gagné. His
work has obvious and close links with that of Skinner. He proposed four
basic conditions which had to be met, if learning were to be effective.”
Although Gagné does talk of factors internal to the learner, he is
primarily concerned to stress the appropriate analysis of the matcrialto
be learned and to examinec the competences to be achieved. He
emphasises the desirable conditions of effective learning as follows:

(1) Stimulation. For which (a) the statc of the learner’sown experience,
background, knowledge and attitudes must be known, and (b) the
material to be learned must be arranged in appropriately matched
and sequenced form, so that the motivation of the learner is
enhanced. (Stimulation includes controlling the stimulus situation -
in such a way as'to provide careful instruction and to provide
information about eventual outcomes, goals, and so on.)

(2) Response. This refers to what the learner does; carefully matched"
sequenced work should afford him the maximum opportunity for
making meaningful and successful responses whichhelp notonlyin
evaluation, but also in sustaining motivation. .

(3) Assessment and feedback. This should also enhance motivation,
wherever possible, and should be immediate, positive and
informative. .

(8) Transfer. The knowledge gained may have generalisability, It may
add additional weight in the same field of knowledge (what Gagné
terms ‘vertical transfer’, or it may have applicability toa variety of
different situations (‘lateral transfer’). :

“Gagné’s notions of transfer are extremely important and have direct
relevance when considering the learner’s acquisition of a clear, well-
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defined and ch(-nrguniscd body of knowledge. Vertical transfer, in
particular, is of considerable use us n concept when one iy dealing with
an analysis of the matctial to be learned and thinking of which
knowledge (cognitive structures) might be prerequisite, Subordinate
sets of knowledge provide capability in Gagné's terms; capability to
meet the next class of problem-solving tasks and thus to increase the
level of vertical transfer, There is little donbt that many complex aspects
of school learning (including the acquidition of reading skills) can be,
and have been, analysed in_terms of the hicrarchy of their component
parts or sets of *subordinate capabilities® required, The pity of it is that,
though Gagné may receive mention in the occasional lecture to teachers
in training, practice at curricular analysis of this sort is rarely provided
at college. Many teachers eventually build or acquire some notion of
important steps and interrelationships in the subjects they teach. Buta
lot of this comes through trial and crror rather than through training;
and in the meantime many children will have suffered. Gagné's views
appear to have had quite an important effect upon those concerned to
relate theory with practice, particularly those rescarchers looking at
articulation of tasks in learning sequences, or in examining causes of
learning breakdown, As Ausubel says, ‘Serious breakdowns in learning
can often be attributed to inadvertent omission of a logically essential
component unit from the total task or to its inadequate integration with
other components®.** Some of the approaches based on the work of
Gagné have been termed “systems” approaches' and many modern
instructional packages have bencfited directly or indirectly from the
work of Gagné. Although approaches vary, in gencral the following
stages in task and provision analysis can usually be clearly identificd.

A

Phase 1. identify needs, specify the related goals and objectives and
scc if it is possible to identify any alternative mode(s) for satisfying
thosc needs. Sct out the resource nceds and the principle components
of the instructional system, instructions related to the system, any
rules appropriate to the scquences. Be especially careful to check that
thesc latter arc clearly related to the ability levels and entering
characteristics of the lcarners. '
Phase 2: examinc instructional sequences to see if any-additional
resources media, and so on, are necessary, then prepare the evaluation
system. The evaluation must include both diagnostic and attainment
checks. Field testing and revision then follows, after which stage the
material can be disseminated in conjunction with suitable teacher
education and training.

In effect, much of the work of the Schools Council (in England), of
local curriculum resource centres and of manufactured learning
schemes goes through such phases, though emphasis in teacher

=y
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cducation and training I¥ often late and insufficient, One of the problems
is that such ystems approaches are often viewed (even if erroncously)ns
fur too mechanistic by many teachers, Others prefer the speed and
flexibility of less formally laid out systems, thongh in fact the systems
appronches can be adapted to quite small clements of work, such as o i
six-weekly project inan infant school, integrated day approach, or even
to stages within reading progression, Certainly, it is noticeable that the
cumbersome and slow centralised appronches of the Schools Counil
projects of the early 19708 have given way to much more {lexible,
constantly monitored, ‘within-school/within-area approaches, These
latter appear to win much more support from teachers, partly because
they involve the teachers more, but partly because they take nccount of
the realities of the day-to-day system maintenance in which the teaghor
is involved. : '
Overall, however suspicious one m' be of the npparent naivety of
the jargon and scemingly mechanistic systems of the behaviourists, the
work of Skinner and of his associates represents a conscious effort to
develop new modes of instruction, an attempt to sec that learning is
more truly individualised than is commonly the case in many a
schoolroom. In many respects the aims of the behaviourists are not that

* different from those of other psychological persuasions. The ardent

psychodynamicist is probably just as keen to sce that the individual
receives material appropriate to his interests, aptitudes and ‘needs’. But
the behaviourist and the psychodynamicist start from quite different
ends of the continuum. The former tends to focus upon match between
desired behaviour and tasks; the latter on match between individual and
(presumed) needs. Somewhere between the two, however,comea group
of psychologists, those cognitive and developmental theorists, who may
with some justice claim to have had an cven greater impact upon

_ceducation and particularly that .of young children than cither the

behaviourists, or those of psychodynamic persuasion. The influence of
this particular group is profound, especially in terms of protocols for
curriculum development, in its immediate and obvious relationship to
language learning and in its implications for classroom organisation.

THE-INFLUENCES OF COGNITIVE AND DEVELOPMENTAL THEORISTS

The brief discussion in the lastsection of some of the main contributions
of Robert Gagné does, among other things, highlight the arbitrary
nature of the division of psychological schoolsof thought. Forinstance,
because of the affinity of Gagné's views with those O@inner and some
other behaviourists, Gagné is often classified as a ‘behaviourist’ rather
than as a ‘cognitive’ psychologist. (Some people prefer to see him as a
straightforward empiricist concentrating as hé does on the conditionsof

" learning.) Yet Gagné's direct focus upon cognitive structuresboth in the

.
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logic of task instruction, and in the learer’s uppronch, clearly beary
considernhly on the following discussion ns well,

Chiel nmong those commonly referred o ns cognitive theorists is Jean
Piaget. His vexearches spanned over sixty years, until his death in 1979,
and much of these has been congerned with accounting for changes in
the quality of the child’s thinking. l‘m;,clmn epistemology. hay
profoundly affected all discussions on cognitive developinent in
children. The (Icvelopmcnml psychology derived from  such
epistemology has certain siags, For a loug flme there have been
criticisms that it is idiosyncratic;, insufficiently generalisuble; too
situationally specific, thepsychology of middle-class urban children in

the West; and so on. Margaret Boden says that, as well as research

showing l‘mgcl to.be wrong on specific points (such as inability to deal

with transition inference at an early age), there is the general criticism

that Piaget fails to take account of possible alternative theoretical

models and explanations. But, for the last ten or fifteen years, cross-’
cultural psychology has also providi d some considerable verification of

much of Piaget’s work, despite. thc well-founded criticisms of particular

aspects,”’

Piaget has attempted to show how the child progresses from
egocentricity and subjectivism to an awareness of his own thinking and
an ability to distinguish between his own experience and the external
reality of the world around him. Much has been made of the fact that, in
Piaget’s terms, children pass through stages of thinking which can be
relatively clearly defined and, though there is still much controversy
over the nature of these stages (or indeed whether “stage’ is really an
appropriitte term atall), there is little disagreement over the basic point
that children do show changes in the quallty of their tlunklng as they

‘grow older, ‘Even Piaget's scverest critics concede that there isa gradual

improvement with increasing age in the quality of children’s causal
thinking. [But] much overlapping prevails between age groups. All
kinds of causal explanations arc found at all levels.™ Piaget's work on
stages of cognitive development is still by far the mostwellknown of his
rescarch and that which has proved most readily, though not always the
most accuratcly, transcribed into'situations which seem of immediate
rclevance to teachers. But there arc problems, and these are very
succinctly expressed by Satterly when he says, ‘Far from representing a
conscious and logical extension of developmental stage psychology into
practical teaching it scems far more likely that Piagetian snippets have
becn uscd to underwrite existing practices and, cven, to rcinforce what
might be termed *‘the discovcry idcology" ', He goes og;.to say,

Indecd, therc is cvndcncc that uncritical acccplance of Piaget's

theorics has scrved to cxert a depressing effcct on teachers’
cxpectations of the competence of young children. The experiment by

. ' 1 ory ’ sty
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Bryum, for example, preients o serfous challenge to Piaget's beliel
that Inferentinl nbility does notappear inchildren’s performanceuntil
about seven or clght years of nge. Since the value of Pinget's work
seems ut present inclear It might be preferable to udvise tencher of
the potentiully powestul effects of the culture of the school ruther than
of the apparent limitations imposed by an ambiguons ‘stage of
development’."! .,
‘[his last comment is peships nnnecessarily adtringent, but is well worth
QuOting us i warning and to prepare teachiers in particular to look very
cuvefully at the reasons offered for specilic curricnlar expectationsand
organisation associnted with nge or development, At a rather different
fevel, itis also interesting to view it in the light of the work by Bennett or
by Rutter et al. referred to earlicr in the chapter,”

As stated at the beginning of this chapter, few teachers can attend 0
course of teacher education (and especially a conrse associated with the
cducation of the prepubertal child) without hearing something of the
Piangetian stages, Whether such stages do more than confirm existing
hunches or prejudices is, no doubt, a moot point. In Satterly’s opinion,
they clearly obscure more than they reveal, Therc are other problems,
too, According to Piaget, and with substantinl support both from his
own experiments, and those of others, children below 6 or 7 years are
highly egocentric and much of Piaget’s work in this arca has focused
upon tasks nssociated with decentring, Yet, as L haveindicated, there isa
growing body of evidence to suggest that Piaget is wrong, that the child is
capable of taking account of someone ¢lse’s perspective (decentring) and

* that, provided the tasks imposcd allow for what Donaldson terms *human

sense’ Y there is good evidence to show that children as young as Jycars are
perfectly capable of percciving things from another's perspective.

Overall. however, and notwithstanding some considerable body of
well-informed  criticism, in teaching textbook terms and actual
curriculum packages, Piaget's stages of development are often used as
broad guides to sequential planning (se¢ Chapter 6), Perhaps the
greatest emphasis in England has been upon the period of concrete
operations, since this has led toan ideology firmly wedded toa beliefin
the necessity of first-hand experienceand active involvement, Typical of
curricular cxtrapolation is the following:

Children should explore, discover and work out the solutions to
problems and build the related thinking processes into their own
cognitive structures. The pacing of instruction should be in accord
with the child’s own sclf-regulating (equilibration) processes. Activity
and time should bc provided for the child to organise and apply
lcarning. Meaningful" practice should be provided so that the child
can assimilate and refine skills and processes.*® - et
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Not that there ix anything excessive ubout such exhortation. It clearly
relutes to the perlod of concrete operational thinking uy set out by
Pinget, One could uy casily quote from the Plowden Report* or from .
almost uny textbook on early-childhood education to support notlons
of school work which parallel Piaggt's comments on pre-operational
thinking (very ronghly 2-7 years of uge). '

In Piaget's three browd stages of cognltive growth, sensort-motor,
concrete operational and formal operational, ench stage is consldered n
necessary prerequisite or step to the next stuge, (Concrete operations
tendd to be divided into two substages - pre-operittional and operational,
The former which lasts until the age of 7 or 8 years prepures for the «
‘concrete operations’ such that they are consolidated and extendedd
during the next three or four years to age 11 or 50.) All (his‘does not
imply that there will not be considerable overlapping, or that aspects of
thinking apparently related to one stage will not be situationally specific
~ a termv usually used to describe the results,of cognitive operations
which are totally bound up with and in part a result of the particular
context and circumstances in which they are set. It is perfectly feasible
(and indeed it has been demonstrated) that children of different age
levels may be operating at different levels of thought, and that a child
may operate at different levels within different arcas of thinking and
expericnce, This does not mean that an operation of the mind will be
isolated from the general class and level of operations achieved by the
child, but rather that the child may successfully ‘operate’ at a higher
level’ within one set of experiences and principles than in another,
especially if the latter context provides insufficient concrete experience
and evidence with which to work, ' -

Just prior to adolescence the child is beginning to deal with
abstractions, to make propositions and, in a primitive but methodical
way, to set up hypotheses and to attempt to test them, One must
remember, however, as Piaget and Inhelder say, that ‘propositional
opcrations are naturally much more closely related than the *“‘concrete’-
opcrations to a precise and flexible manipulation of language, for in
order to manipulate propositions and hypotheses, onc must be able to
combine them verbally’.** Teaching by talking, explaining and offering
the chance toargue ordiscuss, hasanincreasingly important role to play
in cducalion as schooling progresses. Siegel, among many others, has .-
suggested that ‘instructional inputs must be matched to the developing -
structures of thought',* and almost all writers on Piaget emphasise the
crucial role of language in synthesis and proposition. :

Piaget appears convinced that man’s capacity for logical thought is
embedded in the individual, but that these rational tendencies will notof
necessity mature unless they are used. It should be remembered that
Piaget was not particularlyconcerned in his experiments with individual
differences in' maturity, per se, that ‘some six year olds will be
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functioning entitely at the pre operational level while athe vainyear olda
will be rcaching forwaid, in some of their interactions with the
cnvironment, towards the conciete operutional atage'*? Plaget was
concerned with the child as u logical thinker, that s, with the mental
operations involved in classitying, sorting and reluting phenomena.
Similagly, we should be paiticulasly cantious when nsing age/stage
tens Jike ‘adolescenice” or “precadolescence’, since adolescence does
itself conmonly act iy i catch-ull phvase, covering ages 10-18 years at
extremes, Ay Young remrhy, too, Piaget's stiuges can be dangerons as
well s mnetul oy guidelines: i

Children do nog anrive at i stage and stay there until imoving to the
next, No stiuge i independent of those before o alier, nov sharply
marked off from them. Motcover, children’s cerebral capacities
develop atditferent rutes, though rather closely inthe same sequence,
just as they do in other physical respects.* ‘

Many criticisms have been levelled at Piaget, and one should
approach them with great caution, foritis important not "to throw the
baby out with the bath water’. Americans have criticised the so-called
‘méthode clinique’ (and there is little doubt that much of Piaget’s work
does tely rather heavily upon what children say and how they explain
deiv uctions). Many psychologists hitve noted that Piaget tends toavoid
the use of statistical methods and controls and that much of his work
appeirs to have been carried out with atypical samples of children.
Nevertheless,  supporters  of - Plaget  outnumber his - detractors.
Replication of Piagetian experiments has exposed weaknesses, butalso
yickled corroborative evidence and it would appear that children of
other cultures show similar developmental patterns, While Bryant*”and
Satterly * among others, have illustrated certain problems associited
with Piaget’s stages of intellectual development, and while itis clear that
some researchers would wish to emphasise the importince of specific
experience more than Piaget, none of the eriticisms has resulted inmore,
than relatively minor reservations in the acceptance of his overll
thcory. Despite limitations and problems, it is important to recognise
how great a scrvice Piaget has rendered to the study of children’s -
thinking. The more casily assimilable aspects of this theory of
intellectual development form an cducational “leit-motiv* throughout

infant and junior-school learning. They have certainly passed into the

thetoric of progressive primary education, though it should be pointed
out that rhetoric and practice are not itlwirys congruent. Even if there -

“has only been a partial understanding of what the man has said, an

awareness of the necessity to attempt to match the learning task to the
presumed needs and intellectual levels of the child in relation to the 1ask
in hand has helped the teacher in nany a school to realise that a child

v
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vannot be Loried to develop underatanding firter than hiv abvsiprion of
telated experience. This ia not the same as those woully notions pf
‘readiness’ which have aometimies bedevilled iufant-school bitesacy.
Knowledpe of the Piagetian stages has alsa helped inany teackiers to
perveive intellecmal deselopment both as an interactive and as a
cumulative process. Moreover, it could casily be asaerted] that jhe
contebution of Piaget has helped the teacher to appisciate the juy and
gest whichwany children apply totheirlearning, Centainly, if there isan.
ideological battle, Praget's tescacher have helped to supply the
fammunition’ to many teachers alicady dedicated ta more autonmmaua
forms of leamning and learner direction.

Hoth the Nutticld mathematics projt (sponsored by the British
Schools Council and financed by the Nuffield Fonndation) and the lates
much ‘more succeasful Science 3-13 project have been, among many
others, directly related to Pugetian approaches tolearning. The former
even had italint volume dedicated 1o Jean Piaget and was entitled , 7 Do
and 1 Undervtamd, ‘The evaluative guides to the series yeredevelopedin
Geneva under the direction of Praget and his colleagues. The maths
project, which was set up in 1964 in Fogland, was devised as a tadical
and contemponry approach o mathematios for clnldren aged $-13
yeirs. The material was primanly addressed to teachers as a tesonree, a
stimulation pointer (o varicties of ideas (complete with cxamples of
children's work), but it was nof regarded as a textbook., Tt depended, at
leastin part, on the understanding ol the principles by the teachers; the
prime pnnciple being that the problems shoukd arise out of the child’s
everyday experience, It thus presented no threat 1o teachers, provided
they really did undenstand what they were about, (Unfortunately, there
is ample evidence to suggest that maths s a relatively weak acea in he
cxpertisc of primary teachers, and this makes one notso much a criticof
the project as fearful of ity misuse in the wrong hands.) Similar sorts of
criticism have been directed at the Science S~ 13 project. These criticisms
are not so much criticisms of Puaget or of schemes of legrning based
upon broadly Piagetian approaches, they are more usually ceflections of
concern based upon realistic appraisal of some of the problems which
many primary teachers hive in teaching maths and science

Another particularly strong influence upon. thepries of cognitive
developmertiand directly upon education, has been that of Jerome
Brlinc‘r. In Praget’s own words, : T
A

‘a

C s very difficult to explain the ditterence between Bruner and me.
Bruncr is 2 mobile and active man and has held -a sequence of
different points of view. Essentially Bruner does not believe in mental
operations while I do. Bruner replaces operiations with factors that
have varied through his different stages - Bruner's stages, not the
child’s. Bruner uses things like language, like images. When Bruner

.
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was i the atage uf atiate gica he vsed b 2ay that his stiategics wete
2 dpore ot deas Fiaget's vperationis At that time our theaies wete

Uloseat %ine e then he has dhanged hia point of view ™
. ‘

Whethies this is a fai interpistation of Wone’s changes inapproads is
pethaps open to quicstion Batitdacs ciphasiss ympaitant differeniey
Wannet baconecnedd ol so howith the vapacity of the dhild's sl as
with the trdoo hing of Mt cagsivity by the sne of appropriads i heniues
Probiably the ot often quoted compopt of Phapet's is the one taken
from The Frocens of Blucation Gand wliten misguoted!) “We begin with
the hivpothesn thiat any subpoct can be taucht eliectively in amne
intellectaally honeat fogm to any chillbat any stage nl‘nlc\rl.npmrul'."
L han hiypothesis pakes sense whesvansidered inthe hght of thane's
cathier wnting amd eapenience  bot Howier speaks of pecodang’
infustiation, o that it can matc b the tearnet’sc \‘;mcm caand i ety
of cach dnld’s o unigue previows capenepd Iiurtef »cey the
dc\rlnpnu‘t;ﬁbl e il as dependent upoti the mastery of lechmgies,
Dhewe tecbitlques are transantted by the caltare ue which the pepen b
peared The cultuie has 4 powertul mediating eltect. But no patter wlhiag
ihe cultute, the technigues opeiate thiough the sathe veluddes acion,
ptapery ad lanpuage. More pracesty, these techtngues ate piodes ol

. representation of the culture They have been tepned emdetve, that 1y,
the peproscitation of expetieniee through phy-acal motor sexponses of
vatrous ks, dhone deating with events by the tise of tnagery -nd
perceptial modedy and simbolic the e oba syinbal syatem ot wonldy
and nunbers Relatinely httle secmy tobe knownaf the enactive taade ot
tepresvitation, ll\nu_r,hlt poud deal ot tescatch hus beenconducted inta
the otlier snodes,

Pibe DPraget, Bruner sees the il s passing thiough the mendes
pradually and ateprating and combining past expenence . the
Latsttion ot vae to the net When organemig and nranepulating pasg
eypenene, eachiandin wdual o dependent upon s osp ungue cogimtive
sttettre. But the extension ol this cogmtinve strughate canbeassisged by
cmph.n'mn;.: the person’™ own tecombination and deaoveries tor

Chimsedt, Thus, tor Braner, one ot the many emphises in fearmimg han
been upon the e G dpcorery as an dnd to problemissolving. He sces
discovery as achighly mrotivating factor i learming. The moge thad
children discover and reorganise withun their own cognitive strugfures,
the more hikely they are to generalise modes of problem=-olving and
hines of inquiry which will serve them in further learming. Bruner has
supgested that certann hey clements ought to be agluded in any
“worthwhile theory of instructuon, These 'keys areconeened withtrying
to ensuie that the cld s predisposed to fearn ellectively, svih the
apunnal stuctunng and egration of knowledge, so that the basic
cdivcepts and generalisiions are cleatly emphitsised and, thus, that the
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. ..matcrnal so that learning hecomes cumulative, and Ywith the c.(l'éful ).f'

' (conce! ing the apparcnt cognitive and ‘motjvational, dclncnts I HONpS.... *

L

.

. subject to’ economicand social, dcprlvatlon), atgiiing that one must tal LA

N mcorporated with thé. rhctorlc of. theg rog;‘fesslve mo

it, based upon. thcnohon that onecanlntro uce the chil

" the main: features'of a Brunerlan approach that a curqc"‘ulun’t 6ught to-

o be sa|d to hdve been at the heart of many cumcular packagés for schools
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structure and boncu ofthe suchct arca are visible in some mcanmgful '
form to the, learner, *Fhis is to be coupled with sensible sequenging of

ptmng, of rcwnrds so. that motivation is ¢enhanced and\conunucd & ,-" T
As well as rcscarch |nto ways that adults, and chlldrc attmn ceTtam D

¢! 'f? "‘notably strong critic of the cumulative dcﬁ(;l ,hypqlﬁesns

...b‘

oFcultug'al dll‘l'erenco not cultufal deficit. Brun rsposntlonls’cssenually . ,-_‘
_that of 3n envnronmcntallst and~of one* se§l %.Of orgamsmg > ”,w 5
knbwledge and expcrlence as arbitrary, In this ay‘th dominant vigw Q@/ ',/»\
of “culturgl deprivation™ may snmplybean“artefactol‘th ﬁl}gﬁhat thed,. v

- majogity - “Culture cxpeucncc is organised’, and \grol{ﬁs prdlna}:r AN
dlagnosed as culturall(deprl\/ed have the same\‘uhdcrlyln com petgg D EPEIR
as.those}in the'mainstream of the dominant culture, the; ifferénc Ln‘r’l R

pcrfornfl nce.being accounted he situations a i corgtextsl' lg@.w
which'the competence is cxpﬁﬁ“ S i \
Bruner’s impact is pe{haps best caught in that comment quoted
earlier from The Process ofEducauon..But more t n that; thecdmment P
has itself had-a conslderable lmpact upon pnmarye ucatloq in Englaqd 3
and the USA. In both countries ‘it- can’ be-said to&élgnve become i o

-

\ |

epts in'ithe .
education of young chfldren and has also acted as an antld% toltlny, X *
oversunpllﬁed notions concermng thé, need to wait for the r. punmg=of
ability in the child. FurthermOre thes “spiral curriculum’ g)\sB'hencalls ""‘5
a0 ll arly‘?ié
'to those' ideas and tyles that'in:later life mae an educate e,
BEen the basis, for gr‘cat deal ofwork in maghem: AN

development in relatlon tq,chlld and culture. In short it typnfleﬁ‘&p%e of

.be’ bullt around - the great. issiies,. principles, 'and mlueﬁthat»goc;ety o
gleems worthy of the continual concernof its members’ M Sllclmdeas"can. .

: DS
ml"ormatmn on the growth and developmegt of chlldren which has
dircct rélevance to the" planmng‘of the school curriculum?’ ThlS is not to
’ny that thére has natbeen ample rnformatlon pr vnded by SOClOlOngtS"

,d ‘social” psychologlsts Methods. \o'é?ghlld-rear;ng and patterns of

] _ocnallsatlon can’be examined from aly Qst an erqudllve within the

socnal -sciences. 'fhe work' Berifstein a his colleagues has Y e
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. particularly affected ideas about’ language teaglijng and also drawn,
“ . attention to the subtle cxpéctations of teachers infrélation to social class
. . in terms of sclection, controland interaction within the classroom.**
Such work has had a ‘ripplc’ effect right through the curriculum,
'« - creating in part an atmospherc more conducive to the matching of
% .. ‘reading primer material (and pre-readin}} material) to the interests and
"% social background of the children, and also having a notable impact on
secondary-school approaches.to language across the curriculum,
. Overall, the: general drift of research in'child development is clear.
More and more rescarch is being focused upon carly childhood and
« infancy 'and, equally glearly, cvery infant is from his carliest days
coriside rably more competent than had previously been thought. Sore
of this research may result from.the stimulus of sociologists and
. educationists concerned over the underachievement of certain groups
~"in school; some from research on such aspects as “critical periods’ in
_development; and some from advances in evaluation and assessment -
., techniques.** Concern has also ‘quickly sPread down the age scale to -
become public and scientificconcern over the effects on young infantsof
deprivation, of missing ‘or inappropriate early experience, and of
malnutrition’.?” In England the work of the National Children’s Bureau
* has been usefully inclusive in this respect, as.have various national child
- health. and -education surveys. These large-scale inquiries have -
‘demonstrated beyond dbubt how clearly ‘related physical and social
hardships are to continued fall-off in educational achievement. ‘
,  Thus, the teacher does have a wealth of information en which he can
draw in order to helphim establish indices of the entering characteristics c
" of children (developmental, local, national and comparative) and-to "~
. assist his decisions on'the matching of appropriate cdgnitive tasks. He .
. " has, if he cares to.tead it, information on the physiological skills and. "
development of children to an extent undreamed’of half-a century-ago. - ',
. He may consult research on children ‘undertaken - in®yirtually, any::
-* univgrsity in the world and his inquiries will be takeh seriously. Heénf_iay,
in a variety of ways, and particularly_through study for advanced - - .
- diplomas or higher degrees, compare his owrf'observations with those of .-
— . the most thorough and systematic researchers. He could then hardly fail -
. * _tonotice that much of the published andbroadcast curriculummaterial* -
“available, to schools relies upon such. research. findings, or takes. - -

. Al 3

* particular views of child development as its framework. - 35w
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. Arguably, though many are convinced, one of the greatest and most -

. * consistent influences upon the education of children and adolescentshas . -

- come not from direct researches on spatial or manipulative skill, or from

. research on stages of cognitive growth, but from theories of emotional’
- T ©og -
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health and {Icvclopmcnt ln thc forclront of thcs@theoneslmve been the

- immensely flexible, subtle and complex ideas' of Sigmund Freud.
Freud's teichings about the unconscious, - his” gradual analytic -

, cxplorahon ‘of .apparent motiyes and hlS formulation of theories .

' conu.rmng the mechanisms of rcpressnon clcnrly inspired the early )
experiments in progressive education, ovel* m&ty years ago; and many of
his ideas still seerh of profound importance for the humane educati
:;and understanding of childrep. Freud portrayed the person as’ "the

“ pawn of instinctual, often. unconscious, motivational drives. It was not

" necessarily a popular viewpoint, especially coming as it did holfoot,
behmdbthe lingering ideologies of ‘self-help’ and Lutheran notions of
individual responsnblhty Yet, in- many ways it was a cons(ructlve

.- approach, since it focused the initially somcwhat enraged public opinion

upon the impact of early childhood experiences on later personality

deyelopment Freudian or psychodynamic theory as it’is sometimes

, fermed has become a powerful force in the development of psychology,

““leading th rough a comphcated Jl& élo of interrelated perspectives, such

* " as,individual aulonomy, mterpersonal psychiatry, ego-psychology, the

. (ctitrentlyapopular)’ transactional theories and those of humanistic
psychology, Of one thing there is no doubt, Freud and his subsequent
followers have continually emphasised the person . and his self- .
development above all the focus has been upon the achlevement of

S men(al health. : H, : -

-t In bo;i} Freudian and Plagetmn psychology there isan emphasisupon -

. ‘the exu;:me importance of early stages of development. Freud was able .

- toShthhatmel‘elykeepmgthelnfantdryandcomfortable wellfedand )
‘properly :shod was not'enough, that childhood was full of serious ’
dilemmis for the. p:{ent and the child, that collisions and discontinuity -
were not always easily resolved. Reward and punishment, breast-

'fj fecdmg, explorlng the body and autoeroticism, toilet training and

altnudea towards parents were all important issues which Freud was

> able to bring before adults in a way that demonstrated the fundamental

;, conflicts which liec beneath family” relationships and common

. socnahsatlon practices. Freud devoted much attention to the concept of

ldenuﬁcatxon an extremely ‘slippery’ conceptand one which is clea w o

"~ polymorphous in application, if not in meaning:** Basically, Figiid

- appeal"éd to see two main forces operatmg in the process. The’ fifst -

* " concerns anaclitic identification, that is, the process of forming a strong ‘
'objectrelatlonshlpwnhand dependency uponthe mother, The second is .
‘the result of fear. Father is a threat, and the boy eve, ually identifies

. -with the father in order t6 diminish the fear of him. For girls, according
to Freud, ‘the*first process is the major one. For boys, the second process

. springs from the Oedipal dilemma, the period through which boys go
~ when they seek to attainand hold the mother's affection and when they
have vague scxually lmphclt fantasies; about her. The resdlung eyentual
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identification with father involves the repression of the scxual feelings
for the mother and of the fear of and aggression towards the father.
Thus, in Freud's view, the period ‘of infancy and childhood was a
fraught onc characterised by infantile sexuality. This sexuality reached
. its height during the phallic stage, a stage of development said to come
roughly between the sccond and about the fifth year of life.

Subsequently the sexuality is repressed and children are relicved from
any contlict they fecl by a mechanism of repression and amnesia. This
resolution results, according 9 Ereud, in a period called the latency

period, roughly, the middie years of childhood. It is a phase which-
nowadays is regarded with sopic scepticism and is anyway considered
much more situationally specific and much. more- relatéd to social

circumstances and context than Freud may have thought.

_These - many .important.” and . fevolutionary issues of human
development, relational, psychosexual, social and cognitive _were’
. without doubt placed before the public 'in a way which engendered
scorn, annoyance and intense'interest. Here were theories which, while

emphasising the critical nature of the early years, also seemed to tell one '
something about ‘the human condition, about the feelings, nceds,
interests and motives which were undetlying much adult behaviour. It
has become trite to remark that'the greafer openness about ‘sexual
functioning and need, which:"ohe may currently perceive as
characteristic of Western s&gilcii',ii’s in some large: measure due to the

' : S N

d A ettt}

teachings of Sigmund Freud{: .-

Itis, perhaps, unwise to suggest that.partigular aspects‘of Freudian -
theory were especjally ‘catalytic to- changing concepts ‘of socialisation” -
and education, @ertainly; Freud’s concept.of repression figured largein -
the attentionf'which Homer. Lane affly A" S.~Neill.(thé founder of
Summerhill School) paid o psychoadnalytic -theory.. But, for ‘many
students of bogh ‘education and piycholdgy, the Freudian conceptual
sequence of phases in psychosgkual dgi{‘g{ﬁpmem’and the cgnsequent
changes in $ources . of !gratifidation-and:, in“objects of jaffectional
attachment - have :held - great :power of - explanation. Ufortunately,
Freudian theory also attracted those educationists less khowledgeable

_than Neill or Lang and, sgme highly gdrbied’versions resulted. Indeed, it

is possible that some of those verstons still pass to the publicat largeand"..

to student-teachers, in training Garbled versions do Freud'and his -
associatés greagmiischief. They: ave especially harmed:the many serious
*‘advocates. of. ‘being on#fhe child’s: side)y Selleck ‘has stiown how

, misconstrued some Freugdi ) ‘tﬁ_]"e_c:)ry'has been by saying, ‘Teachers were

f' no, better versed in Fréidian‘loré.than‘other Englishmen of the period - .
! for whom'the mastetls teachings could be sammarised in Oscar'Wilde's
' words: *Never resis{’ temptation”. Ben Morris' says somewhat less
astringently of ‘F_'rell'xd:;?i;l'lis;yideais too lay behind the work of many of the

. progressive Schoblf/}y;hic“h sprang up after World War I, and, while .
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much that was dono in these qchoojq was based on miscoriigig
Freud's views, the attempt to gain fleeper undewumding off
which inspired these efforts has had a not inconsiderable ang \ble .
+ effect on schooling pencerilly, s ‘% Hadficld (a founder-m
~ director of the Tavistock Clinic) is another pbycholobﬁ"
the misconceptions which arose about Freud's views, hcul
‘those on repression, and said that the educationists, v crhaps |
A +have known better, produced some very distorted and extreme. vu.ws on
Jqprcssion He tells a very amusing story of a headmistress who
pologmd to a visitor because of a child’s polm.ncss saylng. ‘You must
. cxo;"liﬁc him, heis just a new boy'.¢®
~"“Freud wrote of many aspects of the human condition whichhad been
consndercd taboo, if acknowlcdgcd*ﬂt all. He wrote of neuroses being
- ‘caused by sexual maladjustmedt. ' He used his carly developed
"“techniques of free association®' and attempted to explore and cxplam &
 the motives of his patients. His theories of infantilesexuality were in part
~derived froml numerous convincing experiences during the
psychoanalysis of patients. The concepts of the ego and the libido, that
of the Ocdipal complex and of identification, all resulted from his carly
. clinical experiences and reflections, Throughout the years he developed
- and expanded his ideas, coming to the notions of life and death instincts
more clearly in thie 1920s and changing some of his carlier views on
“sadism and aggression; and, fater still, somewhutmodlfymgthe polarity
‘of the ego/libido motives. Among his contemporaries both followers
*and herelics arose, some of the latfer (like Jung or Adler) themselves
making significant contributions to psychology. Many later interpreters
~ and students of Freud have devcloped ideas which have continued the
- mainstream of psychodynamic interest. Foremost among fhese is
undoubtedly the us psychologist Erik Erikson. He, like many modern. "
neo-Freudlans. has placeq greater emphasis upon the individual's-
capacity for consciois ¢hoice th did Freud. Butalmost all have hadto
_use(or found it helpful to use) 10se ‘parts’ of the psychg ‘défined by -
* Freud and eventually termed the ego, the id-and the superego Such
" tontepts, have beén of immiense use to psychologlsts of many -
complexions besides .orthodox Freudianjsm. . The “terms, Tike many -
WOthers {such as narcissism apd hystena have taken onam ch, wider T
% Mvalidity, becoming part of the. bgsxc lmguafranm of mofernp ychology '
Nowadays, a- gertain, p péihaps well-founded susp’1c1 rrounds his .
* ‘carly stage theory (ofal, ‘angl and ph‘a,lllc) apd” many psychologists -
.1 regard the concept of latency a .in need of raflical revision, in view of -
changing patterns of $ocialisatipn:and’ of{the shifts in mores and-
~attitudes which'surroung our psychoﬁcxuald velopment. Nevéttheless, -
 there is some consensus that Freud's view oK the attachments of early
childhood being essentially’e erotic in nature st holds good. 6. o
Many ofthe progressive educauomsts drew up »:Fteudxanprmcnples &0
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and from them (and sometimoy the erroncous interpretation of them) |
cxtmpolntctf'éducmionnl ones. However, it is important to keep all this

“in perspective, Not all progressive educationists were influenced by
Freud and many were influenced equally by Froebel or by Dewey.® One

- of the greatest advocates of Frendian theory did have a particularly

* powerful role in the development of English primary cducation,
however. This was Susan Isaacs. She was certainly not given to
misinterpretation of his ideas. But cven here it is important to set the

.record right., She did not expect teachers to play the parf of -
psychoanalysts or therapists. Her school (Malting House, 1924-7) was
the origin of the records which she produced in the carly 1930s
concerning the intellectual, social and emotional growth of young
children. It was not, as she was quick to point out, ‘a psychoanalytic

- school’. She claims to have been influenced by Dewey long before she
was influenced by Freud. Nevertheless, her painstakingly collected
obscrvations and comments were and arc useful psychodynamic
inferpretations of the behaviour of nursery-age children. Many teachers
have been influenced by tliem aid nota few have scen them as offering
considerable validity to- Freudian theory concerning emotional
“devclopment in young children. Susan Isaacs, along with Necill and
Lane; whotc specifically for teachers and parents. Her two major books
were derived from the cxperience of Malting Housc; and she writes
clearly about the sexuality of her charges in a manner which is both

.~ sympathetic and objcctive. She says, ‘I was just as ready to recordandto

study the less attractive aspects of their behaviour as the more pleasing,
whatever my aims and prefefences as their educator mighthe’,*Selleck:
_sees her as coming to distinctly Freudian-oriented conclusions which. <~

* were both'specific and elaborate.5* Writing of the social developmentof

" children Isaacs talks of the teacher as the ‘super-ego'."cnzf‘blihg (ng" e
children, by virtue of their tzustin her dnd her non-repressive i b
to develop(from defiant repressed obstinacy to a phase of §f
warmth ar{ co-operation. - - oo i 8

* " During thi 1930s and early 1940s she produced a number.

which were extremely influential in educational andZchi

circles. She wag stimulated not only by Rfeud and DCV@')% {0 5

Piaget. She admits that Piagg} faek-was important to her, tfeRigiv v

she termed‘somewhat ‘cdmiqsg 2R3, ‘Overall, she was a masterly

commentator on child -deve®prwgtidnd, using a_laggely Freudian
terminology, became a patg¢y! (}rgq “%E‘?ghshpnn?;r%cmn Her
comments on destructitEimpuisii dnd “phantasy.. were--quickly ..
incorporated in other educa¥pistspadvice,(for example; textbookslike .. -
that by Hughes and Hughesswhid ¥fiad a’ long: vogle in the English

" colleges):*” and her commetits on the y¥ais of latency are sttll readand
8 . tency ar

influential. Appendix 3 of the 1931 report wn the primary school

~ . (written by Cyril Burt)*® acknowledges her influence in the discussion of

{
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cmollmml chclopmcnt Inchildren uml interalia, of the psychonnalytic
school of thought. Furtherntore, buqun Isancs's connections with the
Froebel Educational Institute, her carly interest in Piaget, her letters of
advice to parents, her Incmlslup with other pioneer lecturers and college
principals (such as Lillian de Lissa at Glpsy Hill College, Nancy Cattyat
Gioldsmiths’, Evelyn Lawrence, who taught at the Malting House
School and Lglumine Jebb at the Froebel Institute) helped her influence
to spreact fur and widle. Freud may have put psychosexuwisl development

* before the world, but Susan Isaacs put the sound interpretation of it and!

of otlier aspects of Freudian theory before teachers wrid parents, Tuher
The Children We Teach (.1 book incidentally whlch ran into many

' lmprcsslons and which was in constant use during the 1930s-1960s), she

was anxious to show the children as she saw them, as seeking, questing,
curious, puzzled individuals; and she doesn’t neglect the curricular
implications. She was quick to underline that the child needed make-
believe and ph.mmsy. that he became increasingly oriented outwards

“towards the middle years of childhood and was concerned with things

and activities. Adults might parcel up the curriculum into separate
disciplines, but for the child unity and his interests ought to lead us tosee
the value of an integrated curriculum, she proposed. The beauty of
“Susan Isaac’s writings lies in part in her inteHectual skill and precision,
her objectivity wheh commenting on children’s behaviour, but also.and
most importantly in her. willingness to be prescriptiver in short her

ability to make those very connections between theory and practice

which are so often lackihg in the more bland texts of cducauonal
psychology scen in colleges today. -
Many other psychologists and educationists have followed Freud's
writings with great care. Not a few have mod)ﬁca and exténded certain
aspects; ‘and many of the more recent writérs-on feminism have

emphasnscd the incredibly male-oriented and sexist posmon often’

assumed- by Freud to be universal and unchangmg when it was in large
part -a situational and contéxtual factor of the times and circumstances
in which he wrote. Educational writers, however, have gained alot from

‘“Srgmund Freud. Of these, in England, possibly one: of. ihe more

‘influential has been Ben'Morris, for many years professar, ‘£8ucation

Freudians defoted to education and unquestionably ‘n he child's
>4 side’, His wtitings span the last thirty years or so,and gmhtinue the

“at the Umve?t)/ of Bristol. He is one of the important laf @ay neo- - .

¥ Freudian tradition of such noted educationists as George LstWrd, o
. Neill and J. Hadfield, to mention but a few.®. Morris, like Haaﬁeld |as
been interested in interpreting and developing ideas in an educational

and developmental context-which in some respects-parallels the classic
mainstream psychologlcal writings of Winnicot, Boley Bettclhelm
and Erikson in a more overtly educational vein. :

No student of eduqauon or human development could have falled to
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nglcc the significance of Erik Erikson's writing during the last quarter
o century, There Iv virtually no study of adolescence which falls to
refer to his work, Erikson pursucs nnd modifies the teachings of Freud.
He takes concepts such as adaptation wnd, while still emphasising
emotional processes, both conscious and unconscions, as being the
prime motivational forces in life, develops n comprehensive and
logically cohesive stage theory of I development which iy of
comsiderable significance to educators. His ego-psychology, ay it is
sometimes  termed, has  attracted wide audiences: counselling,
psychoanalytic practice, imrsing and_eatly-childhood education, ull
being considerably affected. Erikson's ego-psychology is a psychology
of nceds and goals, whereby the achievement of the developmental goal
of each stage represents the culmination of that phase, During the years
of the Second World War Erikson was involved in the well-known

* Californin longitudinal child guidance study. He focused his attention
- on threc major areas: sex differences in child play, the resolution of

conflict during various phases of life and cultural anthropology and
child development. His first major book in 1950™ was the culmination
of years of study, reflection and writing (he had been publishing papers
since 1936). In it he weaves psychoanalytic theory with “ideology.
cultural anthropology and history to develop a fascinating study of-the
ego, the, core of the individual. He established cight clear plyases of
human development in the context of modern society. These are
infancy. carly childhood, play age, schaol age, adolescence, .young
adulthood, adulthood and mature age - and each phasc is discussed in
relation to its dominant goal orientation. A psychosocial crisis is said to
ocenr within each of these phastfs, and Erikson secs the development of
the person as a hugely creative enterprise in which the individual must
learn to utilise his inncr drives in such a way that they match and fit
enviropnmental pressures and opportunities (adaptation). But-while this

"-.@@;gb,}i\ngbp:. o

" The dcvcloping personality falls victim to hazards of l‘iving_r.l:)‘y_a .

combination of instinctive, parental, communal, cultural.and-.

environmental forces which fail to undo successful .development

because success depends upon channilling 'inn_alq'.,_lcapdcncfcs in.a =

direction' which will serve the need of the individual and’ community
* and will assure both a continued cultural heritage.”" o

e

Three phases are now discussed to give sonte indication of Erikson's .
stage theory. Tt should be pointed out that this theory forms no more
than a part of one of his major books. Furthermore, he himself sces his
theories as changing and developing in the light of experience:
Phase, I = During the first phase the gencral developmental tasks are

Lt Y A\ . ‘.‘
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focusedd upon the l?odlly functlons, “The: child is scen as clenrly
cgmcmm The overall goul ls the establishiment of trust us opposedto
mistrust, und to uchicve this the child has to be able tosutlsty his basic
physical/emotional needs in an atimosphere noted for the rellability
of the attachment relationship (normally mother/child),

Phase 2 - The second phase ol early chaldhoad is concerned witli the
overall goal of establishing some degree of uutonomy ux opposed to
shame and doubt, This phase is suid to dust about two yeurs or so,
from ubout 18 months to 4 yeurs, but Erikson does not place n great
deal of weight on uge demarcation. It is a period of rupid growth,
mastery of physical skills and the establishment of and increasing
sophistication in the communication skills of language. It is u time
when the child is reaching out and extending his horizons; u time when
the exigencies of circumstance and the bases of social und self-control
become very important to the child. During this phase the childhasto
learn some sense of independence. He must learn to ask lor those
things he needs, to control his body and certain bodily functions, to
begin to be aware of reciprocal aspects of relationship with others. Yet
he iy of necessigy, still very much u dependent being. Parents control
his environment, his meal times, his clothes; and his little essays into
and experiments in freedom niy oftenbe frustrated orignored. In his
striving for autonomy the child isbound to come into conflict with his
parents as well us with the world of objects. His own limited skills
become apparent, or partly so, and this may resultin frustration and
anger. He may often be determined to do things utterly beyond his
power. 'iomchow. amid all this, the ¢hild has to move towards the
achicvement of u measure of autonomy. To help him accomplish all
this, the family atmosphere and attitudes must likewise change and
develop . The child's motherand father, therefore, need toknow when
to be able- to stand back and allow the hurgconing independence to
asscrt itsclf safely, Many nursery and infant teachers are very familiar
with this problcnn‘;t‘gg.ycan observe the child in a tantrum becausc his
.+ $cissors ‘wdn't control. lhgmsclvcs or sce the results of frustration
when grandlosc schemes donot conit to fruition.

Phase 4 - for Erikson, the fourth phase is the period of the middle ‘
years of childhood, coinciding roughly with the Freudian period of

_latency, and is of particular importance. The goal oricntation of this

phase is industry as opposed to inferiority. In the discussion of the
period Erikson comments briefly on the concept of latency and is

‘Clearly not.in disagrecement with it’since he refers to this pcriod as

-.being different-from the previous ones, in that there is no ‘inner
- -upheaval® and as *a lull before the storm ofpuberty Perhaps more

*“tellingly for the educationist he goes on to say, *This issociallya most

decisive stage, since industry involves dmng things besides and with
others, a first sense ofthe tcchnologlcal ethos ofa culture developsat: -
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this tme*; and in the syme vein, *Many a child's development iy
disrupted when family life has failed to prepate him for schoal life, or
when school lite fails to suitain the promises of the carlier stages', "

Jigikson's theoties of paychosocial development, his case studics and
his cross-cultural comparisons have led him to sonie highly significant
conchions concerning the nature of the sex roles, of fear, of identity
and of the martial drives in man. He differs from Freud on ut least two
major issues. For Erikson, it is essential to see human develbpment as n
life-cycle process, The human personality must meet and adapt to the
changing social circumstances throughout hife, The important processqy.,
do not oceur solely in infancy. Furthermore, for Erikson, it is not gnly
the nuclear family situation which is important; he stressesthe powerful
cflects of other socialisation agencles within the culture, Much of his
work has focused upon adolescence in redpect of such cultural pressures
in Western socictics. Almost all writing on adolescence would be
incredibly thin in theoretical background and lacking in plausible
explanatory power without reference to the work of Erikson. His
emphasis on mutuality of understanding and of a recognition of the
seeds of hate and exploitation are couched in terms of the clinician, yet
have cthical and philosophical overtones of some considerable
importance. Forhim, the psychoanalyst ‘can only advise to theextentto
which 'he has grasped, in addition to the infantile origins of adult

anxicties, the social and political safeguards of the individual's stiength
1

The psychodynamic school of writers, perhaps especially Erikson,
have created an ambience in which ong may well question who is
educating whom, and in what wiy and for what purpose?

Children are exposed to a wide variety of situations and categories of
knowledge in school; but for whose benefit? and, if the result appears
immediately satisfactory, is that any assurance of a healthier future
for mankind? Further, studying psychoanalytically oricntated theory
may be interesting, but does it automatically ensure greater sensitivity
to himself on the part of the teacher? The progressives would have us

belicve that the answer is unequivocally ‘yes' to this last question.”

3

Overall, cducationists ~ allied to psychodynamic theories have
emphasised consistently that it is the quality of the relationship which
most oftcn affects tfi¢ learning processes in a classroom. For these
educationists teachingis not cither child-centred, or teacher-centred; it is:

" Irgnsaction-centred. Teaching may be to do with children, but it s also

.
1

'+ about the teacher. His emotional health and the children’s are often

;i‘-?’ ‘interrclated. Implications for the curriculum are legion; yet catering for

them in courses of teacher-trainingis difficult. Chiefly one-is concerned

;o
Mg
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to ateeas that itis important that children should be exposed to adults
wha are not only sure of how thisor that mightbe done, but who they are
themselves: adults interested in learning, exploring and discovering
what itds to be human, "Mutuality is partnership’, siys Ben Morris, and
‘Reason can only function axa decisive influence in the wise conduct of
life within o personality which is not at the merey of unconscious
anxicties and identifications, but which has achieved a level of
integrtion such that ity primitive componenty no longer function
autonomously*.’*

t .

SUMMARY AND COMMINT

The interaction between pupil and teacher is clearly of paramount
importanee in the learning process. Itis sometimes forgotten, however,
particularly by curriculum theorists, that this means that the medinm
may well form the message. There can often be little or no practical
distinction to be made between communication processes, classroom
climate and curriculum content. To the child the psychological context”
of interpersonal relations and of the interplay of his teacher's and
colleagues’ personalities may be the most ¢rucial factors enhancing or
hampering his learning. Even though this may be the case, he may also
be totally unaware of it. The teacher needs taknow, however, For being
concerned with the curriculum means being concerned with human
development, with theories of personality and of structure of the mind.
This is not, of course, a new idea. As we have seen in Chapler 1, writers
as diverse and as far apart as Locke in 1690 and Benne and Muntyan in
1951 (amongst many others) have had something to say about the
importance of human development in education.” Assumptions about
children, about their nature, character formation and cognition are also
‘as much a part of educational ideology as they have ever been. Central to
many modern notions have been the attempts to detail and appraise
psychologicat ‘dévelopment in terms of Steps or stages of increasing
complexity in our growth and behayionr. Such stages.have. been-a,
recurring theme in this chapter, for‘%ﬁ be séeif that Piaget, Freud,
Erjkson and to a limited extent Bruner, may all be seen as having based
their theories upon such conceptions of change. Though particularly
_ significant, they ‘are by no means alone. The most complete of the
“developmental continua is undoubtedly that of Erikson, whose cight -
stagts attempt to show progress or resolution of certain goals that take
man from’ birth to old age. Erikson's work has been notably useful to
students of - adolescence. Hardly a current work on adolescent
development can ignore his contribution; and, indecd, there seem -to
have becn few other theoretical and descriptive rramé.’.o.rk_s’ to have
found favour with writers on this stage of human develofiment. This is
*.“not b imply'that other psychologists not considered in this chapter have
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not wed approaches to human development of i stage or phase-theory

type. Robert Sears, a well-hnown US paychologist, us used a stage '
theory which altempts to take account al conditioning und social

expericnce by building up chinters of appropriate hehaviour typical of

different stuges dn lite, For the most pant his theories nie confined 1o

the years hefore pubeity, Hany Stack Sullivin was g noted

psychodynamicivt who tried to yelate his sockal and anthyopological .
interests in a theory ol development primatily based upon the |
achievement of self-control and independence and the resolution of
anxicty. Rarely are the implications of hin work spelt out for

cducationists, Yet, iy Klein by said, ‘it n child has learned persistence,

welf-control, independence and his own value as an individual, then his

anxicties can be allayed by effort and - given that soviety doces not

change too drastically while he grows up - he has been successtully

socialised for high adhievement.'”’

For the educationist, theretore, some understanding of psychology is

essential it one 15 to get the most out of learner, task and teacher. The
entering characteristies of the learnery must be diagnosed (however
crudely) and catered forif a curriculum that matches the child’s needs
and abilities is to be‘attempted. Do the ideas tit together in ways that
lend them to provision ol a variety of ‘discovery’ routes for the child? Is
it better that the material he handled more didactically for this
.particular group of children? What of the task? Is the subjectanatter
itself appropriate to the children? Does it build upon conceptsandarcas
already known? These and other such questions should be asked as
preliminary ones in any formulation of the curriculum. The third
‘factor’, the teacher, and his or her personality, *style’, interests and
attitudes, can be especially critical. T RN

Does the subject matfer interest- the teacher? Does” he or she
appreciate the children’s perspectives? The general organisation of plant.
and personnel in the school also requires some understanding of the
psychology of one’s colleagues, of the effects of interpersonal relations
among staff, of feelings, ambitions and interests, In considering even
these three very basic elements and the way they interact to form a
curriculum or learning environment, onc must attribute cause and
effect, diagnose apparent levels of understanding and employ the
rudiments of psychological knowledge. But as onc might expect, a
curious mixture of theorics and beliefs obtains in most school,
staffrooms and classrooms. Some teachers may never read pedagogy or
psychology after leaving college years before. Some cven deny is
importance and then go on to make judgements about child behaviour
which illustratc an acute obscrvation of children's feclings and
perceptions over many ycars! Others arc subject to the latest whim or
fashion of educational pundits without taking time orcare toanalyse or -

““feflect Almost every teacher has his or her own theory of teaching.™
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Many teachicts have used positive lrv‘ntuncmfug Aot )cdn vanally
theough the immeduate feedbach-of 1@ G5 the childien. Many will
agree that responding ta or marking a young chuld’ s wark lung aftet he
Bay done it bay hitle af po valoe (o the chuld at all, yet will dimisa
theanies of motivation. Many feachers donat bothes togine the childien

Ssome ades of the disiensions of the subjedt mattevand ity ielationship to
coothet areas of knowledge it the way that, [0 mtance, Daner vlearly .

cnvivagad dy cuculml Camuonly, at the prinanry-school lc\cl teachers
will aate Praget’s stages of cogmtive growth as heing the | pmn(‘ factarsin

“atlecting thisor that curticulum without theat being able tospecify moge

than the crudest outhine of, say, concrete opeputions, One muat bear in:
mund, however, that the c.luulmn of British infanty has been based.
upon comiderable child choice and the benetits of play forsome thirty
or forty years. IUhas appeatcd i vanous. guisey, sometimes supporied
by Froebelian theory, ut othertimes by reference to Dewey, Montessori,
of Frewd, There is little doubt, though, that of Later (post Second Waorld
War) years lhg writings of Puget have been of fundamental convern to
teacher-traineds, itnotto studentsin training. And, as H.nncllpulsll the
theorica of Phaget even il only half-assimilatesd ofien accord with the
‘commonsense’ notions ofinfant teachicrs in particular, Piagetian theory

18 in harmony, too, with the main features of infant education,
and so helps ta badge infant and junior work, And it stresses the
miportance of the interaction of the learmer with s environment, and
ol self-gencrated interests ~ restoring the confidence that many hadin
pm}CLl\ by which they had Later been disilhusioned.™

Lastly, one should again emphasise that, despite the fact that most
college currenla include work on Puaget and perhaps on Erkson, few

“in my experience inake the connections between theory and practice

seem sufficiently explicit and observable to the students in training.
Through experienice many practising teachers become sensitive to the
need for a series of awarencess "checks® which, rather like the pre-flight
check by a captain of an aircraft, nust be made prior to take-off. Thus,
for the beginning teacher, andasan aid to recall for the experienced one,

- the following checklist (Figure 3.1) is_provided as a postscript to this

chapter. It might be reflected uponbefore taking anew class or grouphor
before proposing a fresh set of topics, subjects, or ideas, 1t ;ilso shows,
and perhiaps underseores the burden of this chapter, the points of i impact
between: psychology and  the classroom. Ideally any serious

* - considerationdf these factors entails an attempt by the teacher to revise

his impressions, to read, 1o relate the theory with his own observations
of children. Above all, those factors should be related to the child as an
individual, rather than in terms of the group as a whole. In practice an
amalgam of both: mdmdual and group diagnosis is usually ngcc&ury

- o - T .
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Pilots have to cary obt tigotous pre-lightchecka befoge take- off. Treat
the list of items in Figwe V1 asa "pre-thght' check for _ymu)c,n(hing, .
Afe you able 1a answer the questiona ur mreet the vonditions suggested?

) .
Price leaining " Bequencing
\ . : | .
Aye wilt staye’ . oes the afed hove sulliviently
* tioay o tcud ation within 11!
. ; ' f
y ¢ Cewwsgitoal favel ) {roes it lewud i{aall 10 cortain
< of propile’ thinking . . spiOsLtae {0y ditcuavory)?
oA < ' o _ .
Mas this Doerd atfectively . Clesaroom climmate/grouvping
sgnased! U B
Y . \What is tha optimum foiin of
A irmdividual dittersnces . . wegsiisalivn O groups foe
Caterpd for? B this subject? |8 interaction
hY anintoyrsl pattel 0. -~
Motlvetion ) : plamm)'},f Ig;‘("
’ N co . N
Asa you asploiting . £velualio :
Lhown notivation? <t t /7 /
N \ Voaw dooes thid subjoct ares
Can you plan 1o sustain _suil solt-svelualive aixd
it?  Giagnostic pOCathues?
Sell-Esteem . ‘Tescher knowledge

CURRICUL UM~

Is tva an area oasily
anslysed lry teacher ?

1311 waygh (Jesigned -
to enhance this!

" Ate positive attitudes . What helg I8 nocessdy?

' and independence \
o encour agei’? ) Teacher pereooality
! ¢
ﬂ\lnklnn// Is 1hus an srea you enjoy?
Au.pcocoun such a3 Can you deal with it in a
interpreting, / - way whiclysuits your
c«\dwhsm&; pearsonal style without
- hypothesising envisaged? | ... ciminshing childean's?

. / e
How much practice and """
(ransfer are required? -

* /
Discovery/guided learning .
. L or o
13 there sdequate ' r@" ‘. 1',:
opporturuty for both? ) Lo . - :
Ars both envisaged? . . . 1 " I

[y

Figure 3.1 Curriculum planning and awareness check (resuliing from a
consideration of psychological factors affecting the curriculum). - *
¢ . .

.
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“Isaacs, S.. The Children We Teach (London: Unlversny of London Press 1932)
p. i1.
leble J. (ed.), The Study of Education (London Routledge & Kegan Paul (SLE)

. 1966).

‘See in particular Part 2, “The perspeCitve of the personal' in Morris, B. S., Objectives
and Perspecnves in Education (London: Routledge‘& Kegan Paul, 1972)

Bodmer, W., ‘Genetics dnd intelligence: the race argument’, in Halsey, A: H. (ed.),
Heredity and Environment (Londen:. Methuen, 1977), pp. 312-22; sce also
Vemon. P. E., ‘Intelligericc testing and the nature/nurture debate, 1928-1978:
.. what_ next?, British Journal of Educdtional Psychalagy. vol. 49, pt 1 (1979),

° pp. 1-14."In this context it might also prove useful“to read. A4 Balance Sheet

on Burt, supplement, British Psychological Society Bulletin, vol 33 (November
1980).

Much has stemmed from the catalytic effect of Rosenthal, R., and JacobsonL L.,
Pygmalion in the Classroom: Teacher Expectation and Pupils’ InIe(Iectual Develapmenl
(New York: Holt! 1968). There is much argument about the validity,and reliability

of such research and subsequent experiments. See, for instance, the acceptarice of !

the research in Verma, G. K., and Bagley, C. (eds)cRace. Education and Identity
i (London: Macmillan, 1979), pp. 5, 6; compare this with P. E. Vernon’ S bleak
assessment, op. cit., p. 4. Over the years the argumem has been that there is some
evidence that pupil achievement may be in part a function of teacheg expectation.
The who}e area of allied research is really concerned with various aspects of labelling.
See Delitmont, S., Interaction in the Classroom (London: Methuen, 1977);/and
Nash, R., Teacher Expectation and Pupil Learning (London: Roulledge & Kegan
" Paul, 1976).

Rutter, Mr, Maughan, B., Mortimore, P., and Ouston, J., Fifteen Thousand Hours
. (London: Open Books, 1979), Galton,-M., Simon, B., and Crol}, P., Ins:de the
Prlmary Classroom (London: Routledge & Kegan Paul, 1980).

Bennett, N, Teaching Styles and Pupil Progress (London: Open Books, 1976).
Good, T. L., Biddle, B. J., and Brophy, J.E. Teachersﬁ?’keabljference (New York:
Holt, Rinehart & Winston, 1975); see also Brophy‘ I, ‘lnleracuons between learner
characteristics and optimal instruction’, in Bar-Tal, D., and Saxe, L., Socia/
Psychology of Education {New York: Halstead Press. l978) /

A null' hypothesis is one which states that there is likely to bé no slgmﬁcam
difference between two or more parameters, and the expenmen(er may refute or,
reject the null hypothesis if he finds that lhe apparent difference,is greaterlhanlhat
merely attributable to the results of some sampllng error.

Barbef, T. X., 'Pitfélls in research: -nine investigator and expérimenter effects’, in
Travers, R. W (ed.), “Second Handbook of Research arf Teachir!g (Chicago:
Rand McNally, 1973), pp. 382-404.

When results are slightly altered or omitted, or whenff ires ‘are somewhat
misrepresented in order to make results appear clearer thén lgy really are.
Machr, M. L., Socnocullural‘ﬁngms of achicvement motivat in Bar-Tal and
Saxe, op. cit., p. 215. i

For a usefy). US overview, see Handleman C., “The cuirriculum: the public media
versus the grofcsstonal books and journals’, Adalescence. vol. 13 no. 52 (1978),
pp. 563-73. There is a wealth of such material on either side of the Atlantic: some
particularly emotive. See, for instance, Kitwood, T.;and Macey, M., Mind that Child
(London: Writers & R\:aders Publishing Operative (CASE), 1977).

Bennett, op. cit. Bennett’s major conclusion‘was d)al‘fonnal teaching fu ﬁlséns aims
in the academic area without detriment to the Spcial and emotional development of
pupils, whereas informal teaching only partially fulfils its aims in the latteg.area
as well as engendering comparatively poorelj/oulco‘mes in academic development’.
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His data were reanalysed and reintegrated by him in 1980. The original findings are
“now regarded as highly suspect. o : _ )
For example, Douglas, J. W. B:, The Home and the School (London: MacGibbon &
Kee, 1964); and Jackson, -B., Streaming: An Educational System in Miniature -
(London: Routledge & Keégan Paul, 1964). % . - : :
Rutter e al., op. cit. . . St - S

See n. 14, above. ot ' R
Boydell, D., The Primary Teacher in Action (London: Open Books, 1978).
‘Brophy, J. E., *Interactions between learnef characgeristics and optimal instruction’,
in Bar-Tal and Saxe, op. cit., p. 136. - o .
John Broadus Watson (1878-1958). s :

Polanyi, M., The Tacit Dimension (London: Routledge & Kegan Paul, 1967). -
Schaffer, R../_A_lalhering (London: Fontana/Qpen Books, 1977). :
Skinner, B. F.,4#Beyond Freedom and Digniry (Harmondsworth: Penguin, 1973);
but see especially Nye, R. D., What is B. 'F. Skinner Really Saying? (Englewood
Cliffs, NJ: Prentice-Hall, 1980). : ’ :
Pressey, S. L., ‘A simple apparatus which gives tests and scores — and teaches’,
School and Society, vol. 23 (1926), pp. 373-6. o ) S
Richards, 1. A" Basic English and its Uses (Landon: Routledge, 1943).. - '
Skinner, B. F., *Teaching Machines', Science, vol. 128 (1958), pp. 969-77. .
Skinner, B. F., Beyond Freedom and Dignity (Harmondsworth:.Penguin, 1973), p.45. .
The Open University units would be a good example. They bave been incorporated

- into many degree courses othier than those specifically for the Open University

simply because they aré very methodical, carefully sequenced and attractively
presented ina way unlike many traditional English undergraduate texts. Commonly,
miny US university textbooks employ smail-step sequencing and’ require active .
responses from the students. ) '

See especially Evans, E. D., Contemporary Influences in Early Childhood Education,
2nd edn (New York: Holt, Rinchart & Winston, 1975). o

Ferster, C. B., and ‘Skinner, B. F., Schedules of Reinforcemeni(New York:
Appleton-Century-Crofts, 1957). ’

Bijou, S., and Sturges, P., ‘Positive reinforcers for experimental studies ith
children’, Child Developmeni. vol. 30 (1959), pp. 15170; and Meacham, M., and
Wiesefr, A., Changing Classroom Behaviour (Scranton, Pa:. Ihternational
Textbook, 1969). . . : .
Evans, op. cit., p. 112, For a brief discussionof -applications of behaviour
modification ta education (and the appropriate references), see Charles, C. M.,
Individualizing Instruction (Saint Louis: Mosby, 1980). . Lt
Gagné R., The Conditidns of ‘Learning, 2nd edn (New York: Hoft, Ringhart
& Winston, 1971). . ! ?e
AuSubel, D. P., Educational Psychology: A Cognitive View (New York: *Holt,
Rinehart & Winston, 1968), p. 139. - ) -~ v
See especially ““Introduction’; in Dasem, P. (ed.), Piagetian Psychology: Cross-
Cultural Contributions (New York: Gardner Press, 1977). For a ‘concise and
up-to-date, easily ‘assimilated overview of Piaget and of the relevance of his work,
see especially New Era, vol. 59, no. 3(1978). Thg entire issueis devoted to Jean Piaget
and+ the dpplication of his researches to education. See also the masterly brief
appendix, ‘Piaget's theory of intellectual development’, in Donaldson, M.,
Children’s Minds (Glasgow: Fontana, 1978); and Boden, Margaret, Piizgel
(Brighton: Harvester Press, 1979): *despite all the criticisms, there is a rich store of T
‘psychological insights and theoretical speculation, and a profusion of intriguing’
empirical observations and rerharkably ingenious exptriments, to be found.in .
Piaget's pioneering work . . . Remember that he is usually vague and often wrong, and
that there are still uncharted dimensions of structural and procedural complexity-
within the mind that he seemingly has little inkling of. But yes read Piaget.’ See in
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\ (Sydney: Allen & Unwin, 1978), p. 96. : 2
46 Young,J.Z., An Introduction to the Study of Man (London: Oxford Unive
) 1971), p, 278, ' . A
47 Bryant, P\..‘ﬁ’fceplion and Upder:landihg in Young Children (London:
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48 Satterly; op. cit. ‘ ,
49, See, for instance, Department of Education and Science, Prima
England (London: HMSO, 1978), and DES Assessment of Performance Unit, - !
“‘Mathematical Development. Primary Survey Report No. 1 (Londont HMSO, 1978). '
50 Piaget speaking to Hall, inan interview reported in Psychology Today. vol. 2, no. 9 B
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51" Bruner, J., The Process of Education (C%mbridgc. Mass.: Harvard University Press,
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52 McCandless, B. R., and Eyans, E.D., Children and Youth: Psychosocial Dévelopment
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5> Morris, B. S.. Pbjectives qnd Perspectives in Education (London: Routledge
s & Kegan Paul, 1972), p, 223 . ~
60 Hadfield, J. A., Childhood and Adolescence (Harmondgi\rorth: Penguin. 1962), p. 20.
61 Free association is a technique used in psychoanalysis whereby the subject is to -
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. 66 Isaacs, S., Intellectual Grh{in Young Children (London: Routledg

67 Hughes, A. G., and Hughes, E. H., Learning and Teachmg (Lond
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l93l).P 354,
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68 Board of Educatior, Reporl of Ihe Consulmnve Commmee on the Primary deol

"~ (London: HMSOQ, 1931) (appendix 3 is by Cyril Burt, then psychologist to the

London County Council, *but section iii- of this appendix acknowledges and -
'recommcndslheWorkoflsaacs.andclhc footnote on p. 269 conlrasls lhcvncwsof:hc }

behavnounsts and those of the psychoanalytic school of thought.)’

69 Ben Morris was Professor of Education at-Bristol Unlvcrsny(l956-77) Educated in

Scotland, having been a science teacher and taught in both prignary and secondary
schools, he came under-the influence of men like Bion during the war-years. After
the Second World War¢ he, studied psychoanalysis and was on the staff of the
~Tavistock Institute of Human Relations. He became Director of the National

. Foundatjon for Education} Research (NFER), then entered academic lifé, Hehad a

especially in Telation to the contributions ofysychology to education.

70 Erikson, E. H., Childhood and Society (Harmondsworth: Penguin, 1965). .

71 Maier, H W., . Three Theories of Cluld Development (Ncw York Harper & Row,
1965).. pp. 73-4

72 Erikson, op. Cit., p. 252. .

73 _ibid,, p. 409. , . .

74 Gammage, P., and Greenwald, J., *‘Human Development and the curriculum’ in
»=l..awtorfl D. et al The Child. the School and the Society, Units 5-‘8 (Milton Kcynes
Open University, 1976), p. 88.

75 ‘Morris, Ben, Objectives and Perspectives in Edutanon {London: Routledge &

. Kegan Paul, 1972), p, 106.

76 Benne, K. D., and Muntyan, B. (eds), Human Relanons in Curriculum ChHange
(New York: Drydc Press, 1951). Sce also Weinstein, G., and Fantini, M. D,,
Toivard Humantistic Bducation (New York: Pracger, 1970). .

77 Klein, J. Samples from Engllsh Cultures, Vol. 2 (London: Routledge & Kegan Paul,

. 1965), p. 610.
78 A colleague assured a friend that,his method of tcachmg. called the ‘box method’,

never failed. The colleague came to school each day withallittlebox. At the beginning:

of the day he would say to-his class ‘You don't know what's in this box, but
whoever warks really hard will get it’. Sometimes the little box would contain a
penknifé or Some hf'ghly desirable smallitem; other times merely a sweet or two. But
the children were curious and they couldn’t afford to take tfie risk oflosmgsomclhlng

worthwhile. Hence, the childien worked . . . motivation.
79 Bassett, G. W., Innovatian in-Primary Educauon (London: Wllcy—lntcrscwncc
1970), p. 44. ) . 2
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M. Boden, Piaget (Brighton: Harvester Press, 1979).

R. Brown_ and R. J. Herrnstéin Psychology (London: Methuen, 1975).

D. Child,. Psychology and the Teacher 2nd edn (New York Holt, Rinehart &
Winston, 1977).

M. Donaldson, Children's Minds (Glasgow: Fontana, 1978). .

E. E. Maccoby, Social Development: Psychologiml Groulh and the Parenl—Ch:ld
Rz-lallonshrp (New YorkMHarcourt Brace Jovanovitch, 1980). A

B. S. Morris, Objectives and Perspecﬂves in Education (London: Routledge & chan
Paul, 1972).

R. D. Nye, Whal is B. F. Sk:nner Really Saying? (Englewood Chﬂ's NJ: Prcntlce-Hall
1980). .

consndcrablc influence upon the shape of education courses throughout the countU
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P Roazcn. Freud and his Follower.v (Hnnnondsworxh Pcngum. I979) . :
8 Sants (ed ) Developmental Psychology and Sociuy (London; Mac;mllan, 1980)

- . Note: Fora broad and falrly up to date. ,survey of the scene in psychology, it mlght be .
.worth consulting Chapman, A. J., and Jones, D. M., Models of Man (Leicester: -,

.. British Psychological Society, - 1980) This is the result of & wide-ranging and .-

" discursive conference held in 1979. The book is somewhat poorly organised, but .
illustrates-the current mechanist/humanist divide’(and other issues) very clearly. °,
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| I_anguage Commumcatlon
- and the Cumculum

r .

., P -

g

Ido Hot share those currenteviews which regard as axioinatic that .
schools are doing a poorer job.today than they did yesterday. Rather I .
take the view that, by and large, schools have never been all that*
marvellous or releVant for the vast bulk of the populace and that,*
except for a significant but smgll group of the fortunate (or wealthy),
.most of us could be classed as ‘victims of institutionalised education’.
If one looks at autoblographrcs fontammg anecdotes of schoolmg,
one can find few written during the last century or two which portray
school as a place of happiness, of relévance, or of excitement. Indeed,
many autoblographles seem-to demonstrate that, even for the famous
members of our institutions and ofgovemment school was verymucha’
place of boredom, misery and timewasting, One went to school because =
_one had to, or_ because it led to an interesting career. Contemporary \
schools are not necessarily greater failures than they were; at timés,
especially at the primary level, they may be a great deal better. But
society now expects so much more of its schools than itdid in the past.-
The family is rarely regatded as the important or sufficient educator.In -«
these days of the advanced technological society, of necessary labour ,
mobility, of the mfotmauon-processmg media, it is convenient ‘and
“ sometimes essential to “keep children, adolescents and young adults in
institutions and then to mampulate and cajole those institutions into -
releasmg the right number of approprlate products for .the right
- .mdustnal process at the right time (still as yet a rather haphazard
process in Western denyocracies). In short, schools are part ‘of ‘any'
modern society’s organisational structure and are, of course, an integral
. part of the labour market: They erveasa strange mixture of what one
ﬁl@ht term ‘fteezers’, ‘dars’ an%&, taps in our:information-rich and
institutionally complex /$ociety. :
Paradoxlcally, whil¢ schools and teachers still seem to be teaching
children in such a wax as to try to expand children’s knowledge, they
less often teach children to function as socially responsible and caring’
adults.- It is only in a-few peripheral areas of the, curnculum that
attention is focused upon goalsthat tomy mmd really matter: ‘education
in personal relationships, education in stra!eglesrfor makmg sense of '
society’s information overload, educatioh .in politics, - commumty
welfare, ecology, even in talkmg and thmkmg, ratlv:r than’ l|stenmg and

-
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watchmg These strike me as some of the often neglected biit
fundamental areas of knowledge which are so often left to incomplete
and random sources outside the classroom. It is truc, that there are

that some schools go further and recognise that children may pe

benefit more from contributing tdoutside social and welfare enterprises

as partncnpators. rather than from.learning mathematics, But it may be

that schqols are failing because they are too much consuimed with

wholly individualistic goals of learning, concerned that schools should

be places whqxe ‘childrertlisten to adults rather than where they can
ork with themh or talk to one another, concerned with product rather .”

,:!kﬁn process. It is, perhaps, not so much a question-of few or inexplicit

als, but simply inappropriate and conflicting oncs.

Another problem scems to arise from the unresolved conflict
resulting from' too literal an mterprctatlon of equality of opportunity,
especxally when such a notion runs up against attempts to individualise
learning. Indeed, these two well-established tradmons in English
education, equality and individualisation, can often'make a mackery of
any curriculum which recognises the need for differential access to
different subject areas or modes of teaching. A preoccupation wijth..
equality may result in attempts to view widgly disparate abilities and
interests as somehow homogeneous. At the same time current theorics
about individualisation tend to gloss over the resulting difficulties by
expecting theimpossible of the teacher - that he tailor, alter, or facilitate
a vast numbgg of approaches to a subject or idea, while holding the
interests-of a particularly varied and diverse group of pupils.

Since language is the primary medium through which culture is

represented and interpreted, it canbe seen that all these questigns raised
abovc are mediated through or dependent upon aspects of language
usage and communication. At the centre of the experience ofschoolmg.
and the latteris now thg main vehicle of institutionalised socialisationin
all post-indusyrtal societies, is the use and misuse of language. This fact
ttee’ obscured by. the exponents of the verbiagé of,

n’ theory and by the couching of so many classroom
interaction studies in ‘the jargon of social psychology and

‘soctolinguistics. In this chapter I want to highlight briefly some of the
"_main fcaturc§ of thinking and rescarch about language, and to placg

these clearly in relation.to the socialisation ,of chlldrcn and. to thc
shaping of the school curriculum.

Most psychologists, sociologists and anthropologists would today
probably agree that thé process of socialisation is one which slowly
imposes certain attitudes, social roles, skills and perceptual framewborks
upon the growing individual. In this process culture and cognjtion
becopme inextricably lmkcd and the language of any group becomes
shaped around that group’s dommant concerns. It is also awell-known’
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paradox that/language both expands horizons and confines them; and
that our experience of life is in part.determined by our language and
determincs it. This is the so-called ‘linguistic relativity’ theory, which in
the extreme/form issometimes known as the Whorfian hypothesis (after
Benjamin Lee Whorf). Clearly, categorisation and naming are central
to our socialisation and are enormously dependent upon the
development and.use of language. Language is perhaps the fundamental
tool in a/man's shaping of his environment, in his prediction, control
and recording of events. The categories, labels and names weemploy as
part of pur perceptual and cognitive processing of the world aid us in
shapingﬁour destiny but may also delimit and destroy. Poets, for
example, have always been acutely aware of the limitations of language
and, i,(1 wrestling with limitations of structure and traditi]on‘. of syntax
and grammar, they have usually tried to expand, reassemble and
relocate words in order that they gather a strength and import not
common to normal prose commentary. But for most of us the paradox
remains. The precise and careful juxtaposition of words may aid our
communication, but there is always the chance that the message will be
alﬁ\ost as much diminished or destroyed by the vehicle of.language as
conveyed or enhanced by it. . :

" In carly childhood language is-th¢ prime medium of repression and
control. How a child behaves in\}givcn situation is very much
dependent upon what the situation means or signifies to him. Much of
the meaning will have been conveyed within a particular psychological *

“climate usually that of an early nurturance/dependence relationship

with a parent. Words will h@bc been employed by the parents almost
from the outset and the selectidn of those words as well as the contéxtin -
which they appear means that our peicéptions of the world will be

selective — initially selected for us. Thus, as Ryan says, B
The process of acquiring language in itself constitutes a form of
socialisation. This is particularly truc of the very carliest stagesof

development when the child fust comes to participate in dialogue,

with others, and when she first uses signs whose meaning is socially

rather than individually determined.! "

Communication, however, is not language. The employment of
command or demand words and cven the verbal cxchange of,
information arc only aspects of communication. Communication is

‘much more. It includes all thosc contextual clues that go with language

and all behaviéur both conscious and subconscious which people
cmploy to influence others. Furthermore, it entails at least three basic
clements; a communicator, a recipient (who registers reccipt) and
somcthing to communicate. It can often be the ‘cargo’ of mceaning
surrounding the words which constitute the message which the person

r
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(child) receives. The meaning of the word or words employed may
become critically dependent upon their context. It is this, too, which
linguists refer to when they talk of thé wider implications of linguistic
relativity. And there is yet another aspect. The child is learning to
categorise and examine the phenomena of the world. around him in
terms which, though apparently almost infinjtely flexible, are in reality
very much along the lincs of our’parents’. perceptions and, later,
dependent upon the perceptions and attributions of our social groups. -
Thus, subcultural values and the emotional context of language learning
arc also extremely important. Of course, many will point out that
socialisation is a two-way process. The child socialiscs the parentsto a
notinsignificant extent at the same time-as his reality is being shaped for
him. But for the most part he taces a linguistically packaged world. The
linguistic package, forming part of the total communication, ig
embedded within the valdes and attitudes of the family. group, or class
into which the child is born:- as well as located within the concerns of a
particular cthnic, linguisti¢ and geographic domain. As the'years
progress and due to the protesses of social interaction and cognitive

~ maturation the child gradual)y acquires a system of communication

which is common to his social group; his cognition and culture becore
fused and interrclated. ' . .

Language is, thus, both. the cantroller and the great liberator. It
cnables gencralisation and abstraction to become the impgrtant linch-
pins of an hypothcesising and extending inquiry into the phcnomena of
life. According to most psychologists, with the exception perhaps of
Piaget who saw thought as rooted in processes deeper than the
acquisition of language, ourcognition isdependent upon language: Our
language both represents and transforms cxpericnces. It occupies a
central role in our perceptions of the world and of ourselves, since italso .
becomes the medium of control, repression and the organisation of the
psyche. In the carly stages of life rules arc presented to children as the
way life is and these arc then developed or changed as language and
understanding become more sophisticated.. Many psygchodynamic
theorists belicve that the personality is to a significant extent formed
through reactions to approval or disapproval expressed verbally by the
pcople who have greatest salience in the eyes of\\hc'child. This méans
that the development of the persenality is in large part the result (if not
the sum) of verbal interaction with significant others, Harry Stack
Sullivan, for cxample, is onc of the psychodynamic theorists who lay
great stress upon the importance of language in the process of
developing sclf-knowledge and sclf-integration.#
~ Normal children acquire language in a very short period of time.
Within somcthing approximating two to two and a half ycars, most
children have acquired a workingsfoundation in their mother-tongue.
Thus, between 18 months and 3-4 years of age the child achieves

>
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mastery over an area of considerable cognitive complexity. With
language as his prime tool he learns to organise, comprehend and
challenge the world around him. "Vygotsky has, unlike Piaget,
emphasised language as the prime basis of the conscious and
subconscious structuring of the world through the child’s thought
processes. He suggested that the processes of developing thought and
developing speech can be thought of as two intersecting circles such that
“inner speech® becomes the *verbal thought® of the child.! This verbal:

#+ - thought is initially non-existent in the new-born and carly infant, since

thought and specech are completely independent of one another. The
child is in its carly *natural® or ‘primitive* period when thought is non-
verbal and speech (babbling) non-cognitive. From then the child
moves through subscquent stages of increasing awarenéss and
contplexity until, according to Vygotsky. he reaches the poipt where
synthesis and analysis can be carried out at an abstract level. In this .
progress language Js the vital force which gives power'to the mental
processcs, . ¢ :

It shquld be pointed out, however, that Furth,* a psychologist
responsible for a considerable amount of research on deaf children, has
found that in both hearing and hearing-impaired children the thinking
processes appear very similar. The Hearing-impaired children did almost
as well in problem-solving exercises as thosc children with normul
hearing. though, as Conrad® repbrts, ‘degrec of hcaring loss itselfis a
weak guide to the availability of intctnal linguistic resources’. There is,
however, little dolibt that language aids thinking and problem-solving
and. though Piaget and Vygotsky differ in their orientation towards the
relationship between 2hought and language, they do not differ in-their
recognition of the interdcpendence and importance of those two
cognitive :processes. Indeed, that interdependence is now a
commonplace and a common mecting-point of . many differently
oricnted social scientists. Thus, the integration of the child into his social’
world is, in large parts an infegration into a cognitive and perceptual
framework with language as the principal medium. X

The implications of the complex relationship between cognition and
culture are far-reaching, and the’consequent focus on language as both
shaping and being shaped by culture and valucs almost incvitable. Much
of this atténtion of the last fiftcon or twenty years appears to have had a
particular fascination for cducationists. The conncction between
language and social class (however described) has in pat led to many of
the interventionist curriculum programmes both in England and the

. USA. Those who. for ifstance, accept that middle-class children
" consistently perform better in certain aspects of school work than do
working-class Ychildren, may attempt to cxplain such superior
performance in terms of some superior language capability. It has been
'argued. to put it crudely, that the differences in language development
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betwcen middle-classand working<classchildrenmay be classified in the

following way: .

in terms’ of vocabulary differences: middle—class childten appear to have
the Lirger vocabulary,

Jdnterms of effectivenessof use: middle-class childrenappear to be ableto

usc language more cffectively 1n certnn situations {explication, de-
contexiualisation) thap do working~cliss chuldren,
‘ {sce Appendix A for outhine)

There are a variety of reasons commonly put forward for such
apparent differences. For instance, there does seem sonteevidence that
working-class mothers have less time 10 spend in talking with their
infants than middle-class mothers. There is also same suggestion that
middle-class mothers are more careful over "labelling” gnd, indeed, play
vogabulary games with their children which associate parts of the body
ax;micular actions with specific words. But the relationship between
sucial clasy and language usc is clearly much more complex than this and
the weaknesses in‘cmphasising global differences are that they pay
obscure much that is situationally and contextually beneficial in the
communication drther thin language. Wells puts this very succinctly ina
disgussion of-Joan Tough's posittion, in saving that "the polarising
procedure of the researcher may lead toa possibly erroncous conclusion
that there are two difTerent kinds of human beings, one being superiorto
the other'? : L

It would appear that, in gencral, descriptive studies of language
development both in England and tic USA have revealetd marked
social<lass differenges in Innguage usage by the age of § vears or so.
These differences haye in some cases been viewed by educitionists in
terms of *deficicncies’ of one sort or another on the, partof the working-
class children, and have thus led to attempts to ‘compensate by
implementing systematic language-triining schemes at an carly stage of
schooling. Such compensatory programmes are less than helpful,
howewr, if they predispose teachers to a view of the world which focuscs
on centain aspects of language production, rather than upon the context
and’ reciprocity of the total communication. It is perhaps worth
emphasising the view of Cazden ez al.: *Irrespective of idiosyncratic and
sociocul tural variations, most authorities belicve thatall languages and
dialects are inherently equal in terms of structure and compléxity and

‘that systematic deviations from any one formal, standard language form

do not indicate inherent intellectual differences.”’

Ginzburg? among many others such as Rosen,” has criticised the
general hypothesis that working-class children are in some way
*deprived®, that is, they cannot use language as effectuively as middle-
class children. Indeed, Bernstein's' conclusions hyve been frequently

-
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cntiwised on the grounds that he oo not suflicenthy distinguash
hetween langudye production and Inguage comprehggeion Resen
mantain that the relanomhip between e b dlasy amd Language v not
cauly or well desenhed uung conventional waetopical methods and
that “working<lass apecih has ity oan strenpths whilh the normal
Lopuntc termnelogy hasnot beenabtiztocateh™ Y (\\cc alw Chapter $.)
In all, the sues convesming the relationalips between Yarguage and
sontal class remain unrewobved, oroat best not fully understodd.
Certandy there s sullicient evidence'® that onc s crgesunely umphstie,
of one assumes that school learming ditficulties common to particylar
waorovultural groups van be nevessanly overcome by INCTCAsINgG practice
i Clabelling . Tquostion-ashng’, or by teaching such 'depribed” children
ctandard muddie <class forms of language. P inettosaythatthercare
no differences in Linguage production or in usge and comprchension,
but to reiterate Wells's pomt, It learmng takes place, through
communation, snd commiimeaton requires collaboration between
the partiapants 1 the negotiated construction of a shared reality, 1t
weems that 1t willbe n the fusther exploration of the complex nature ol

Tingunstic communcation that the contnbution to cdacational success

will be found™"’ .

Everyday expencence, the stuft of normal everyday tife, this ‘shared
reality’, needs deswcniptions. We attachslabels, we atinbute dufferent
quathitics and we categonise cvents and objects according to the beliefs
and vatues of-a particobar sociovultural group. Language. though not
the only cotnponent our registry of pereeptions ofthe world,iscentral
to the sovialination pracess; and with its aid, we structurc ous world and
asstgn meanings according to “rules” denved from home, whool and
pecr-group experience, The influencex’of home, school and peersare not
necessanly copgruent. Schools are, in a sense, commissioned by society
to pcxfmm,!.nksn!'cduc.niun, selection and tramng, insucha way asto
ensure a reasonable “goodness of 11t into a particular type of adult
society. Usually, or at least overtly, siich fiting 15 expected to be
accomplished without too much violence to thechild: such inthe current
fashion. Hut, vlumately, schools exist toinculeate knowledye, skitlvand
ealues which have some traditional “validity’ or reputation in the
cxisting culture. As such, and m the breadest terms, the swhool
curriculum s related to political and ideological congerns. Ditferent
cocieties exert different forms of pressure upontheirchildren, andinthe
democratic societics of the Western world, many of these pressures arc
haphazand and result from the matket torces of capitalism. In
totahitarian soccties the pressane may be moge clearly channelled
through schooling and may be meore congruent with the @ishes of the
political masters, but may be no less reprehensve than those atising
from peer preference or the vagaries of the mass-media, Inalmostany
socicty there seems a vigue and H-defined line between cducation and
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_ lndoctrmation. Schoolmg, however, never starts with a clean slate:
. (unless ,one classifies kibbutz-type socialisation as ‘schoolifig’ and
i totally dlsregards the.contributions of inheritance to the developmentof -
~the child).- It has to build upon existing habits, attitudes and labels
_ derived from earlier family experience. It may potenually confer, alter,
~or markedly- conflict with the former and existing pattems of -
socialisation expenenced by the clients.
" Most teachers are acutely aware of the problems and dlfl" culties
* inherent in: their role, and few practltloners can _afford the luxury of -
" assuming that socialisation is merély a process imposing certain easily
agreed perspectives upon the child; far from it indeed. For socialisation.
is not merely the business of learning and training in a gassive neo-
. behavigurist sense; it is'a procesé to which, as stressed earlier, the child
. may fary dctively contribute. The child-is no mefe passive imbiber of
.~ ‘received wisdom and conventions. Also, ahd especially nowadays, when
B large numbers of sophlstlcated and media-conscious teenagers are .
compelled toattend school, ar adolescent may be more in touch with the -
dynamic and changing forces~ in the Emlety than the arch-priests of
.culture themselves. All this makes for strain and tension, with differerit
groups and-different communities holding very different views about
‘modes of child-rearing, pedagogy, curricular contentand evaluatjon, as
well as giving rise to potent disagreement over the inculcation oyvalues '
-and attitudes and of the role of language in all this. A REY
It is not merely the problem of different perceptions .of the
environment, however. While many psychologists acknowledge that the
child’s viéw of the environmgnt critically affects his reactions and
- behaviour, they also point to §}ie relationship between success in school
- and identification with teachers’ perspectives. Some, like Goodman'¢
- and Holt!'suggest that.schooling may actually serve to alienate and
block -aspirations - of many children. Schools tend-to enhance the .
identities of those few children who do well, but unfortunately almost -
-always expose the children who are unable to,compete. The lattermay |
well be in the majority -in many schools. - . < .
Nearly ten years ago, Barnés provided clear demonstratlon of the way
. that teachers so often fail to appreciate fully that the ways they use
language in classroonr interaction,may-close off rather than open up
avenues of approach for the child. His. partners, Britton and Rosen,'¢
have also" éxposed - the weaknesses in many curricula and ways of

.teaching which are encapsulated in stereotyped notions of ‘standard.

English’ and in classroom communication which demands /ess thinking
" .and talking, .rather than more. The National ‘Association for the

Teachmg of English (VATE) and the Schools Council have been fecund
in the ideas they have put before teachers (particularly secondary-school - -~ -
teachers) for stimulating and broadenlng the role of English in the /.

curriculum.-But the developing traditions of flexibility of pedagogleal“ »
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-approach (and these have a’long history in England, particularly in.-
infant schools) have recently come under considerable scrutiny and,
., despite the lack of firm evidence concerning optimum ways of curricular®
" organisation and transaction, there seems to bea fairly vociferous lobby
+  demanding a return to the methods and possibly the content of
yesteryear, o : L : o
In summary, then, it would secm that in recent years _theschool
- curriculum and its relevance to the ways in which we socialise our .
_“children have become -céntral concerns in the social science and
philosophy of education. The sclection and management of the ‘stock of-
knowlg‘dge', the values and attitudes of the teachers, the relationship *
etween language and social control have taken on new meaning since ..
E the wg')rk of Bernstein,'. Wilson,'* Davies'* and Young,® to mention ‘
merely a few. Changing views of education have,in part led to different.
. patterns of orgnisation both nationally, and withip the institutions -
" themselves. Some of these changes have intensified and complicated the
presentation of knowledge, skills and values (the curriculum) in such a
. way!as to make the following issues of immediate practical concern to.
teachers: . : . : :
(1) Given the demand for heterogeneous groupings of children of wide
/ ability ranges throughout all levels of education (up to ‘and
| including the sixth form); how does one provide differential access =~
|' to the curriculum, that-is, different points of entry according to -
! ability- and interest, while at the same time. developing ideas °
| - logically and systematically so that they can be evaluated in fairly
! traditional modes by exami'xlatjon bodies respected by public
| empldyers?! & e
(2) Given a curricular organisation’ which allows children to be
engaged in different:levels of work at the same time, how can
‘evaluation and the diagnosis of learning problems be handled
speedily and efficiently without takingYoo much valuable teaching
| " time away from the teacher? o -
(3) With all the current concern for accountability and standards, is it
|" possible to allow different language registers to be employed in the
~ classroom, yet at the same time to provide for a reasonably high
| . level of working ora&cy\wd literacy in all children? v
(4) How does one-communicate a love of precision, elegance and
~  intellectual rigour without (a) alienating many.children who may
. \ see no relevance or social purpose in such learning, and (b) at the -
| same time too rigidly selecting only that view of the world which is
\ .. firmly rooted in the socialisation of the teachers themselves?
(5) How can schooling and the curriculum be adapted to the kind of
., < people the children are, rather-than frozen lnto organisational
\ traditions W ich resist change? o
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/ (6) Ought all cluldrcﬁu. rch;\n’dlm of ability or interest, -to follow some

sort of nationally agrud core currlculum in oracy, numeracy
and literacy?
(7) Can cnthusiasm, love of ‘subject mattcr, liveliness-and charisnfa
- (cven supposing mast teachers did have such qualities) provide
»  sufficient basis for teacher authority : ower within school
groups or larger communitics holding vicws luch fe hostileto’
or at least non-congruent wnh the teachér’s main rposf:? A

Itis not unduly optlmlsnc to-Saylthat st of the above qucstlons canbe
answered and the associated problemsfaccommodated (if not solved) at ~
the prepubertal levels of English $chooling. This is partly because in
England most primary and middle schools are small and allow forgreat
ﬂexnblllty of organisation, as well as intimacy and general ease of
communication; partly ;because prior to adolescence even today’s -
sophisticated children still seem to be excited by learning and oriented
favourably towards adults ‘and teachers in particular. By mld-

adolescence the story can be quite different, Many teachers of 144¢ar- -

olds tell of the rapid alienation which seems toset m partlcularly among
certain.social groups, at about this age.
To communicate a set of ideas to any child, the teacher normally

~ employs language. He may not employ it as openly_or as flex:bly as he -
thinks, but during the course of any school day he will engage in various.

) types of communication. As Barnes and many “others have pointed out,

the tragedy is that these forms of communication are often much more ~
. closed (and often less communicative) than the teacher believes. Indeed,
- 50 rigid and inflexible are some forms,of language employed in -

classrooms by the teachers that one mlght be forgiven for demanding
-y that a legitimate part of all student-teacher courses include observation
of the teacher’s language usage. Equally, it seems fair to say that many
children would benefit from a course in understandj?goand practice'in

* the type of language employed during the teachingipfocess, since some

seem-particularly bewildered by it. Closely related, a major goal ofany
secondary-school language curriculum might be to sensitise children to.
_the concepts and language usage of the different areas of study, such as
the sciences, the behavioural sciences, humanities and the arts. At the

. _infant or remedial level the teachgrs understanding of the functionof

language as a teaching. instrument is absBlitely vital, otherwise the
language used may prove to have precisely the opposite effect. But the
dangers-are there throughout the age range, Too many youngsters are
already ‘cooled out’ of the system by 13 or 14 years of age, as much by
the medium as by the message. :

In The Relevance of Education, Bruner develops a line of approach
which, While hot unique (it is for instance one of the principal themes of
Brameld in 1965), nevertheless emphasises that education is not and
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“never can be o ncutral process? Knowledge is power; access 10

- . -

information so often spells leadership or the ability to gain § \nd exploit
further knowledge; knowledge lmpllcs action and ¢ommitment; and

- Bruner would have us both recognise and cmphasise this. Teachers have

the job of cnsuring that children grasp the structures of the knowledge
imparted in such u‘way that they can rapidly distingufish the 'significant’
information from the ‘insignificant’. Accordmg to this view, teachers
must cndc.lvour to structurc knowledge in a way that lcad\ to‘optimal

- comprchension® and the ‘truc’ valuc of any knowledge arurdepcndsto a
large exterit on it being ‘codcd’, so that it is usable by children both now

und in the future. The cynic might suggest that so much of what is taught
in school may still be classified under the old infant-school heading of
‘busy work’, that is,-work which has no real significance other than that -
it ‘occupics the children and prevents them from directing (or

" misdirecting) their ¢nergics elscwhere. This is not to take a streng lllich

or de-schooling line, however. It is'simply to restate the obvious and to
add ‘weight to the remindcr that thc power of external or extrinsic
motivation:rapidly declines in its ability to shape behaviour,? and that,
in being both attractive and hlghly motivating, it would appear that
learning which is to do withcoping withrealand evcryday issuesis likely
to appcal to many adolescents. ’

There are, of course, serious problems. For one thing formal

knowledge, especnally that knowledge which in the past has been
designed for an elite, is bound to seem so often inappropriate and out of
touch with the needs, asplrauons and interests of the vast bulk of the
populace. However, schools.as institutions should not take too much
notice of this to do so would render them inactive ~ pﬁralysed by doubt,

by amblguous and conflicting messages from members of their role-set -

(managers governors, parents and adv:sers) Schools, in fact, dare not

al in the day-to-day stuff of life except in terms penpheral to their
entral concerns. To be‘imaginative,-too outrageous, too concerned
with areas not ‘centred on the traditions of knowledge, wouldbe to invite

s=criticism, ridicule and very close scrutiny. Such a situation means that,
to be safe, most school knowledge must be held relatively inert, its

potency concerned only with those areas for which there is already public
approval Thus, the school curriculum may.only marginally deal with
issues of greater moment than long-division or the Peasants’ Revolt. It
may not devote too much time £4 health education (despite the fact that
stress, mappropnate diet, lack of exercise, the motor car and smoking
kill millions in our advanced industrial societies every year!). It may not
be too overtly concerned with ecology, child-rearing, citizenship,
advertising, house maintenance, role-stereotypirg and a host of other .
aspects of useful knowledge. Nor can schools _spend too much time on
the aesthetic, moral, or even erotic in the arts or humanities, despite the
enriching effect such ideas may have had for. mankind.
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If schools could risk only some of such vitalising input into their
curricula, it is likciy.thxll they would capture the incieasing interests of
the disaffected childref, especially among the adolescents, who are for
the first time truly ‘socially inspired’ human beings. But todo this would
almagt certainly alicnate a large number of adults. Caught between the

Scylla of socially approved kndwledge.and the Charybdis of those who *

desire ‘relevance’ at any price, the struggling teacher so often sticks to

- the’safe, traditional, the impotent and the largely ‘uscless’. Meanwhile

our adolescents arc caught by the sceming relevance offered by the mass-
media and the' pulp magazines; and they fall prey to the dubious
influcnces of market forces ona large scale. From the dull, the seemingly

uscless knowledge of cquilateral triangles or iambic pentamcters, they

turn gladly to the glib, packaged and crsatz attractions of the salesman
and the disco. Strangely, some matters of moment are casier to inject
into the primary curriculum. Partly this is because primary teachers are,
for the most part, less possessive and parochial about their knowledge
(which, as Wilson** says, is ‘Spread very thin’); partly it rests on the now

well-established recent traditions of integration together with those past -

traditions of ‘uscfulness' which are part of the elementary inheritance.
But mostly I 'suspect that, as Ted Sizer implics, it is much easier to
introduce cven radical changes into the ®lementary/primary schools

<

because people tend to think primary schools do not have much impact

upon our social structures, upon society itself.? Certainly, their
products do not have the same immediate import for.the job market, the

- labour exchange, or the voting booth as h};s the adolescent school-

leaver. : . o o

. "Socialisation in our society is still very depen\ ent upon schooling. Yet
during adolescence especially, many children rceive the curricula as
frozen in the traditions of the past, as irrelevaht to their needs and as
socially unattractive. If some of this may be 'due to those ‘natural’
processes of adolescent development, to the incréasing attention paid to
the peer group and to the problems associated with their own

burgeoning power and sexuality, these are factors which schools should -

surely be able.to exploit more fully. For a healthy sbciety youth needsto
be involved in the wider activities of that society, not isolated and
insulated from them. Youth needs responsibility and power; and the

school curriculum has to ensure a genuine introduction to the concerns

of an adult society, as well as basic knowledge and skills.

But perhaps as trends are, it is necessary to reiterate that it cannot be
taken foy granted that the more schooling there is, the better off the
children are likely {o be. Raising the school-leaving age may, for many

children, be a bad preparation for later life. In England, it is greatly to

the credit of the teaching force that ROSLA was incorporated so

~ “smoothly into the curriculum, though at-what real cost to teachers and

children few can say. Young people, and perhaps especially those who

/ S
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nre underprivileged, have to be helped to take part in the decision-
making processes of socicty, The adult public‘(or politicians, as their
~representatives) may demand the incarcerntion of their adolescents
. without fully replising thai 'many schools have organisations and
curricula which el for the nceeptance of paternalisticand authoritarian
views of socicty, which demand that much of the day is spent in ‘busy
work? of precious little use to the adolescents involved. Consequently,
matfy adolescents vote with their feet, ROSLA caused a sharp peak in
the rates of trunncy? and many fifth-year pupils arc aware of what
- /Buxton?” referred to as the considerable mismatcly between adolescents
/und school knowledge; furthermore, many schools scem,unwilling or
incapable of realising how fundamental this mismatch is. Perhaps the
real problem is most succinctly put by Ward in his brilliant and
/ perceptive study of adolescent girls. The greatest difficulty (apart from
' _the case with the naturally gifted teacher) is that the teaching profession
#vhasitself become an autonomous onc, dctached both from the frontiers
‘of knowledge-and from the artisan and professional occupations where
the teacher’s kndwledge is usable.in the rcal world.?®
Writing in the mid-1970s Coleman, in the USA, referred to the .
_ Presidential Science Advisory Committee Panel on Youth (1974), which
suggested considerable reforms in the US school system. Among those
- reforms was the suggestion that, at post-puberty in particular, schools
“should pay much more hted to'the problems of society at large, that .’
there should be a fundamental reassessment of the aims of the schools
-and that it is essential that children learn to be accountable by being
“involved in the community. The Committee emphasised three major
points concerning the aims of schooling. These were:™™

(1) that schdols as currently conceived tend to restrict experiences
.~ of children to those of their own subcultures and of age-
stratified (peer) groups, that they therefore need to provide greater
- experiencé across social groups and age ranges than at present;
(2) that socia] maturation implies the experience of having others -
" dependent upon one’s own actions, that schools fail to ensure this
and tend to encourage passivity and dependency; - ) .
(3) that involvement in interdependent and shared activities leading
to (for instance) such things as community projects ought to be a
major school aim.?
At about the same time Eggleston, in England, was summarising the
results of a five-year survey of the Youth Servic%i.n which he found that--
adolescents were not, by and large, sufficiently involved in decision-
making processes, even when those decisionsaffected them directly. He
noted that the institutions which ‘served youth over the age range of
approximately 14-20 invariably demonstrated and dermanded the
¢
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\ P
uu.cpmmc of a sehool-like paternalism unﬁ rigidly herarchical views of
society, M (A condition to contemplate in the light of comments on the
rcluupnshim between-children's internal and c)stcuml orientations and
uclncvcmcnl sec Chapter 7.) , .

. The Department of Education and science (DES) includcs persoml
un(l socinl development of secondary pupils as its proposition 12 ina
recent discussiqn docpiment on the ¢ sccondury(school curriculum, Que
wonders whether the authors reatl Coleman's taaterial or thatissued l)y .
the Presidentinl Committee, since onc notes | wpanlvcly concelved is
that curriculum outljned by them in the propositions thus prc%ntcd ‘
Frue, itis meant to be adiscussion document atld the Inspectorate do sce
the need for a broader curriculum base. But the breadth briefly oullmcd
seems very much the mixture as bcforc. ‘It implies® they say, *
substnntmlly larger compulsory element {htm now'! but with somc
provision for choice and differentiation. Itis not so much the notion of
‘compulsion in bréadth’ that one finds distasteful, ns the tone of a
document produced five years after the Eggleston survey of the Youth
and Community Service and which takes little account of the plethora of
reports from the USA and Europe on the need to involve adolescents in

. their education; a document which tnkesIlttleaccountofrecent work-on
the attitudes of youth towards schooling,*? of the pioneering work of,
say, Dickson with VSO,*® of the cumulative reports of Bronfenbrenner .
on schooling in Western societies,’ to mention but a few, Yet in 1977 ‘
Hemming wrote, ‘The principle of"lnvolvcment in education, to which

. people are turning more and more, is based on the conviction that edu--
cation should be a mutual activity, in which the adult part is not to do
something fo children and adolescents but to do somethmg with them'
Success or failure in the secondary school, even more than in the primary
school, would seem to depend so much upon shared goals and shared
realities, rather than otherwise. This is not to see the curriculum simply in
terms of ‘openness’, or of greater child/student control and simple beliefs
in the enhancement of pleasure in learning. There are undoubtedly many
variables ‘at play. But it is to state that a participation in a cur-
riculum which has some obvious meaning for living seems essential
for effective adolescent motivation. Adolescents do need and deserve to
sce what results are clearly contingent upon their actions, much as
expressed by the US Presidential Committee. Futhermore, whatever the
‘methodological weaknesses of current research, or the concomitant
fashions which tend to emphasise home, or school, or teachmg style
virtually to the exclusion of the others, it does secem as though
~—schooling post-puberty is quite commonly detached from the ncéds and
asplrauons ‘of many ordinary pupils. From a psychologist's point of
view, schools oughf to be concerned about communicating with pupils,
ought to be concerned about human relations and cmzenshlp, asmuch
‘as about basnc Skl"S. (‘Basic’ is perhaps a misnomer anyway for skills that

iy
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are basic to huma/aprvival, snd s Gunlity ol relationshipsmay be even
more basic thay thosé curpent y/designated as such.) Inditference
towards school. H(X cmnn{qn eigh uttitude nmong present-day

s

’

ndolescents ‘within iy receny.akperience, nnd effective communication
with them only takes place wlfén it involves cognitive and emotional
motivation such that they feed résponsible or ‘engaged’, The research of
Rutter ¢ al. showed thii”schooly in_which children were given
responsibility were Iikcl?',;‘ﬁ have higher examination success and show
more  co-operative ‘pupfl’ belviour than  were  schools  where
rcxpl»nsibiﬁ%y way lesy ffetuently shared with puplls.” Such criterin are
by no yuns the onjygigéven sufficient ones for measuring the success of

schoolifg, but they fiemuch work from diverse sources (see Chapter 7),

, They/iit neatly WillY the current. work of Brophy or Aronson’ and
o espgtinlly intd/thg stream -of work by de Charms, who ¢nhanced
. joifvation by demonstrating clearer  patterns of
‘spfonsibility, sty success in'his classroom-intervention studics.” The
' idweser, neither simple to investigate ndr to present. They
‘ '(éivé repeated value judgements about the purpose of
)Iilf.gi‘ftffii')cicly. Does one encourage passivity, group obedience
loypiey:(an active feature currently being researched in Poland and
Apivarious sociuI-psychologicaI studies)? And might this leadto
gl alienation” and  rejection? Doces one wish to enhance
#}ity and personal responsibility and power? And might that
narchy? The relationships between such dimensions of pupil.
#lity dnd behaviour arc in part the results of the systems and
sivlestwe adopt. As yet many curriculum-planners have not begun to
'i&omprehend, the messages implicit in the work of psychologists like
~ Bronfenbrenner or Rotter,® that much of the problem about shaping
" and content of the curriculum lics in the type of transactions, in_the
‘{7 contingencics and predictabilities of the child’s learning, rather thanin
- content itsclf.*° ' ‘ : =

U
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Schoitl of Vduation, 1977), mimen. Neg eapecially Wells, (),: "Deaciibing chibien's
linguiatic developuient wt hame aibed at s bool’, Boriish Eodicaiiomad Researih Jiirnid,
wl. 8, 0o 1 {1979), pp, 7398, Thig'gives o uselul tireaduction 1o some aspects of
ane of the largeat language 1eacarch projevta in Britiah educativnal history.
Cazden, C. 1., Tohn, V, P and Hytses, I3, quatedin Evany, F.6 (ell), Contempirar
Ihaences n Paarly ChibIhood Ebcativn, il edn (New York: Helt, Rinehayy &
Winaton, 1975), p. 141, Seealao Roaen, 1 wind Wargess, V., Languigey amd Disilecty of
Lomdbon Sehoot Chilhen (L ondup: Ward Lock Fducational, 1980).

Uineburg. 11, The Myth of the Deprived A (Englewsnnd Clitta, NJ Prentice M all,
v ! ' ‘

foscn, ML, Lungunge wad Clanl A Crtical Lok at ihe ‘l‘h.—‘.u/m(_n/' Nl I}am/ain, :

(Miatal; Balling Wall Preas, 1912).
There are many papers, but one of theinoatt lear and complete seems ko be Betnatein,

0., *Social dasa, tanguage and socialisavion®, in Karabel, 3., and Halsey, A, 1 (eds),

Power and Meology in Education (Oaford: Oxford Ynivensity Treas, 1, pp.
TTARS.1Y - .
Rosen, up. cit., 1972, p. 19, S -
Evany, op. cit., 1973,

Wells, op. cit., 1977, p. 13, '

Gopdman, P, Compulwry Miseducation (New York: Vantage Prew, 1962).

WOl J.. Freedom amd Beyond (Harmondsworth: Penguid, 1972). '

Darnies, 1, ef al. Lunguuge, the Learner unil School (HMarmandsworth: Penguia,
1969), .
Bernastein, op. cit,, 1972, .
Wilsan, B., "The teacher’s role - » sociological analyss” British Journal of Nocivlogy,
vol. 13, no. 1 (1962), pp. 15-32, : :

Ixvies, 1., “The management of hnowledge: u critique_of the uxe of typologics in
cducational sociology®, Seciolagy, vol. 4 (1970), pp. 2-22.

Young, M, F. D, (¢d.), Knowledye and Congrol (New York: Collier Macmillan, 1971).
1t shuuld be borne in mind thatthis problemisexncerbated by falling rolesduring the
decade 1980-90; and that it bas been estimated that an increasing proportion of
primary schools (up to 70 per cent) may be involved in organisations of vertically

N

grouped children in default of sufficient entering nimbers to fuorm single-age - -
cohons, See Richands, C. (ed.) Primary Educasion: Issues for the Eighties (London:

Black, 1980). o

Sce Bruner, J. S., The Relevance of Education (New York: Norton, 1973); and Brameld
T.. Education and Power (New York: Holt, Rinchart & Winston, 1965),

De Charma, R. (ed.). Enhancing Moiivasion: Change in the Classroom (New York:
lrvington (Halstead Press), 1976).

Wilson, op. cit., 1962, .
sizer, T. R.. Places for Leaming. Places for Joy (Cambridge, Mass.: Harvard
University Press, 1973).

Galloway, D.. ‘Bersistent unjustified absence from school’. Trends in Educaiion,
vol. 4 (1976). pp. 22-7. o . )
Buxton, C. E.. Adolescents in School (New Haven, Conn.: Yale University Press,
1973), . :

Ward, J. P.. Social Reality for the Adolescent Girl (Swansea: University of
Swansea. 1976), pp. 83-4.

Coleman;, J. S., Youth: Transition 1o Adulthood (Chicago: University of Chicago
Press, 1974). T
Eggleston, S. J., Adolescence and Community (London: Arnold, 1976); but sce also
Murray, C. (¢d.). Youth in Contemporary Society (Windsor: NFER, 1978).
Department of Education and Science. A View of the Curriculum, HNI serics: Matters
for Discussion, 11 (Lormdon: HMSO, 1980), p. 23. . e

See Buxton, op. cit.; Murray, op. cit.; and Ward, op. cit. '
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1 N (dobapy, A, e wuishoubiim and the noeds ol aoicty’, New intivendiler
Oatrterh. ol WY, e 4 (1 19), ppe 43198 Alc Dhicksan Joanded Voluniaiy
Seivive Overscas i 193N, and then the Cannmunity Sarvice Voluiteso i 1962,

W cwe i paitivalat lonfenbrenpor, U, “Tuwand an evpetuncintal coology of human
development’, dmetoun Pochedegion vol 32 (1901, pp SE-30, but age abw
Beonfeutsenner, U, ' the tomty o abciation’, i onlcabuenncy (el ), fnthenier
vt Hurian Develogment (Hnsdale, 1 Diyden Poeas, 1910, pp 68 7/

W Hanming, 1, 'Personal deselopinent thivugh situcation’, in Amand, 1 N1 (ed ),
b ativa for Nelf Divcavery (Loadon Huodder & Stoughton, 1921, p. 11 )

¥ Kuiter, M, Maughan, Y Mummmv 1L and Ouston, }, Fifteen D Asiunmd Houry
tondon Open Books, [')l‘))

M ke lhu‘-hy, L B 'lummuum tetwsen fearner chatacteriativa and uptimal
dmtiuction’ snd Aronzon, Vo, Widgeman, 1), and Gettner, R, *The ellects of
couperative dasatomn stiuctuie onatudent hdmvhmv amd attitudes’, v Bar~fal, D,
and Save, L. (eda), Sox wal Py chbogy of Pheeation (New York: Halstead Press, 1978)

D Chatme, op. it

W Rotier, J. B, Social Learning amd Clinical Pavchologr (New Yark: Prentice-Hall,

19%4) This i: i many repects the lum\dmg exporition of wial leatning theory.

1145 a book whith has ed to Wierally thossands of reseaty b projectyin the USA and

Furope, 1 has direct implications fo educationists, yet Iu;lm—u )Hnllgcly neglectald

in Faglamt until selatively recently, See Chapter .

40 See D'Arcy, Py CCuroculum change. product or procens?, in Galtoa, M. (ed ),
Curricubam Change: e Lenods of g Decade (Leicester; Leicester Univenity
Press, 19500, pp 93-10%, Hass, G, *Sommary’, i Hass (edd), Curvicsdum Planning:
A New Approwh. Jid hln(lhnlnn Masi Altyn- & Nacon, 1980), pp. 473, 474,

SUGGESTID RLADING, CHAPITR 4 A

D, Barnes, J. N. Batton, and H. Rosen, Language, the Learner and the School, 1ev, edn
(Harmondsworth: Peaguin, 1971).

D. Banes, From Communmicaion to Cuarprculum (Harmondsworth: Pengoin, 1976).

J. C. Coleman, The Nupre of Adoleseence (London: Mcthuen, 1980).

M. A, K. Halliday, Language av Social Semiotic (London: Amold, 197H),

G, Hass, Curriculum Planmng: A New Approach, Zid edn (Doston, Maw.: Allyn” &
Bacon, 1980). :

A. V. Kelly (ed.), Curriculum Content (London: Harper & Row, 1980). ‘

J. Tough, Talk for Teaching and Learning (London: Ward Lock Educationat, 1979).
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Socialisation and ‘Achicvement

TEHE WORK BB HISTORIGAL ANTECEDENTY  AND

AOUTOLOIUAL IMPHICATIONY

To the Magkian the individual man is made by his economic

envitonment; the eevolutionary, the aitist, the inventor is pushed up -

tike a bubble out of yecthing cconomic need. The Freudian likewise,
though on very dilferent grounds, puts the genetic endowment at

discount, and sces man's achicvement from the point of view of his -

adjustment or nmlud/ju»krbun his pactic®lar experiency.!

" Almost all theoties of human behaviour have, at some stage or other to

take account of the question *What is it that appears to mofivate a man
or woman? and, while the idea expressed b Barlow is somgwhat
simplistic (for instance, Freud held that the A never changes and
therefore cannot propery be regarded as putting lt!c genctic endowinent
at (muldmuun( ). neverthicless itepitoniises two extreine points of view
which may be conddered along that cortinuum of theorics which are
commonly embraced by social psychologists. How a person developsa
desire to do well in all o certain activities iy often the subject &f
enormous inferential leaps. After all, it s often difficult enough to
decide why the person standing next to one in the queue has trodden on
one’s toe! Wasit accidental? Did he do it dehiberately? Ishe tiying to say
something? We go through life attributing motive and causc, often on
the slenderest of evidence. People, we arc told, internalise certain views
of the world. These views appeat tobe related tochildhood experiences,
to carly socialisation, to the values and social norms of the groups to
which the children bclong Also, whllc acknowledging the prime
importance OF the family in this process, itis clear that the school playsa
not insignificant part, as recent work by Rutter and his associates
(despite methodological weaknesses) would confirm,” Since schools are
themselves concerned with what counts as’valid knowledge’,* some link
between school and culture must be assumed, if not always apparent.
Lines of conncction are tenuous’ and diffuse at times, at others,

immediate and’ obvious, Diagrammatically a static illustration of the -

arena (that is, onc which cannot show the changing shiftsand cmphascs
pressures and feedback which are constantly taking place in the real
world) would resemble Figure 5.1,

The adaptive, creative and ‘plastic’ nature of human bch:mour is

\sufficient warmng in uself to anyonc intent upon tracing, howeveg

-
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-

briefly, the immediate historical antecedents of what has been loosely

termed by psychologists and sociologists “achievément maotivation®, a

widely generalised wish to master or desire to do well. But (0 any.

cducationist, the burgeconing of state provision of cducation in

nincteenthcentury Europe and North Amcrica/a,nd the fact that
4
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(b ulaf lasha vt ggiphiases weis Jaid tpnms s hialing must suicty
significait

Maiy poys holigizts have csamined the yay;hua-uml vjlgine
individualy ot giuufs i derfus of fainitial antecedonts? .uuulu;uu
have al timcy In:cu futon cupicd with queslivihg of the gioeai diaial
differonccs in puumnu of uprportaniity 4 oizaguently aiy attcifijiiata
Daicf wnsiall vt "padoramte’ view dnust tabe acvount of evidende taith
fromg sthe culture in qugstion. and (i personal dynafmive ® Bl i
sither vase, aitd under whichaver ‘mnlbaclia’ e evidence is eventuallyyy
slzanficd, it is uften only withinthe catly stapes of o hooling that maay
WilTeterntd in human tehavious Tecome glannghy wbivicas, and that
erfys sxd motivational fofies txcoane pulbilic ftisely peally the s humid
which 20 effectively cmbundss the aoiab paychobogioal dnteeplay of
fanuly and nomiety insuch magnitisde and whichalaplays nsapubluhyin
teime of yeitifivation snd erattination Ihtesihamnrrvutntantly emi s
W vafous fotime These ale

J

the intepdepemicnce ol cogmtivn amd culture,
{23 the gelationship beotwecn seaiolinoummic Dackground and

Y

catuvaticsnal attainment,
{1 he peroeptioms of the achieving seff hebd by thedindivadual
- ‘ N
The thice ate complendy imterrelated and aresic a gamut ol vanables,
from thase Jeatly comen@lin terms ol pmdiadaal psychology tothos
more wrsally assenrated vl the anabyan of sawalaystemy few mnten
Altempt to encampasy the whole tange though same have argued that
wwiologival fesearch would benefit from the use of gavdholegal
theory as an pipsiftant element i sousiogral anabyas " Pinlay:on
puts 1t plainly when, famathing that prowesaes of internalisation
amd) fearning ate esxental to soaalizavion, he zava, “The problesin
of Bow to conceptualize the learnmg preaeszes which are tegial
to seazhatin  are pot stinthy thoee of swaology amd [that]
sogologitts might reasonably fook for help to that disapline whah’
hay devoted constderable attention to such prosesses, vz
‘“5\"@9&!;)',' )

Tune, too, 11 an enportant factor m the provess and one genctation’s
notms ate by o means necesaanly those of another. Byen huatory
changes from genctaton Lo genefation, ay now  ovdenee and
undetatanding permeate the culture * Hut the dominant wmﬂm ol
any soviety must be amphat an oty cdugational provisen In

"._mdusltul and technwal yxacties, such as those wheh developed i
CEngland, the USA and parts of lmnpc iy the mincteenth century,

cducation rapudly bevame a sovial necesnty, The iffusn of bawe shally,
such as hiteracy, and the provivon of fechaocraty andentreprencurs for
the pation's cvonomic capansion were of prame impoptance. The school
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and mdlvrdual growth and in England ‘Owen and Shaftesbury had ..
v,advocntcdsoclal reconstruction lhcarrangcmentsforstateeducation in.
“'ithe nineteenth century (including the overriding ethos of children's -
g books“) appear to have been underwritten by, the maxim‘God's in his -
" heaven: -all's right with the world’, There-was’ therefore considerable
- ‘emphasis upon the necesstty for and the dignity of striving, and a
., nationalistic pride which in England and the USA quite overrode the
buddtng ‘child-centred’ ideas emanating from the more progressive ..
. “wing of European educational thought Such assertionsare, however;at .
" best sweepingly simplistic. What one is concerned to suggest is'that the
. predominantly Protestant flavour of the developing state schooling in

. nineteenth-century England and America was of itself bound to stress . * ', o

- those elements of economic capitalism and personal striving mentioned
. by Weber as’ ansmg from the Calvjnist doctrines of the sixteenth and

.-seyenteenth centuries and over which the_ great political and cultural R

struggles.of Europe were fought,'* It stems reasonable to maintain, as -
- Butts and Cremin have done,!® that the history of education must be as
“much concerned with .the broad sweep of ideas (which helped fashion
and give rationale for peédagogical provrsron and practice) as with
‘documenting the changmg SOCla] condltlons whtch ard or accompany
* them.’ :
In Western and Central Europe durrng the nmeteenth century one; -
- mrghtpercerve the gradual movement towards democratic government, -
or . at ' least the adoption of ~universal manhood. suffrage 'for
arltamenta'ry" elections of various types. This was less a ‘matter of
phrlanthropy or of middle-class thmkmg, than the result of agitation by
- working-class leaders. Such movements were ‘usually acquiesced in,and
.".even applauded by, liberals.. [everyone] mrghtbeexpected toshare the
" basic concern” of the bourgeoisie for industry and commerce, for
property rights arid material prosperity *!7 This necessarily led to an
increasing state interest in the education of its workers for.a machine
. age, an education which echoed the tenets of the govemrng classesand &
. the - rrsmg bourgeoisie. Hayes points out that in many ways
" protestantism appeared demonstrably more adaptable than catholicism- -
"‘to the ‘modern civilisation’. Not only were there repeated emphases.
uponand exhortations towards progress, sober thrift and individualism, "-
_ but there was also the fact that Protestants were able toemploythe ‘right
" of private judgement’, could justify, explain and rnterpret their ideas
' ‘about religion, science and social structure wrthout re_|ect|ng thetr'
Chnsttan beliefs or official creeds.”® - ;
As is now well known, the Protestants were,also much more open to-
"the’ various impacts of Darwinismand to the pressure from the emerging -
mtellectuals and scientists; This led to somie major conflict and to the " . - -
" support of quite different. posmons within protestantism, from which. =~
emerged such totally polansed vrewpotnts as fundamentahsm and
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positivisim (this latter, it should be noted, reflects a marked change from -
the carlier Calvinist doctrine with its cmphasis on predetermination), "
No one in his right mind would present the Protestant Ethic as somc

unified whole.:. This would be to flout historical evidence.!” But

undoulptedly an ethos of independence, self-control and striving led to -

.notiofis of life dedicated to a succession of good works, and these-ideas
may easily be represented as part of a roughly unified system which had
become common (even as early as the Reformation) to all forms of
protestantism. Goldstein and Oldham in talking of the social history of

the USA refer to the religious legitimation and significance of ‘our pre--

eminent socialdoctrine and guiding myth’; perhaps, one of the best ways

of describing the Protestant Ethic,2° _

“The admittance of differing shades of protestantism was one-of the ’

vital aspects which particularly distinguished the evolutionary or
‘moderately progressive’ attitude of the nineteenth-century Protestant

towards religion and Christianity, and which involved this “shift of .

emphasis from *faith” to “good works.2! Whether that modernist
attitude was'in part responsible for the striving, competing ambience
now associated with the Weberian Protestant: Ethic, whether that

~ ambience had something to with the national nature of the Protestant

religions, as opposed to_the supranational nature of catholicism, is
perhaps a matter of conjecture. Certainly, a cluster of notions thus
derived has become labelled -'a convenient shorthand since Weber’s
essays, and one which has been employed by a great variety of social
scientists for the last seventy yeéarsor so. And one notes with interest that
a combination of nationalism, belief in material progress, upsurging
concern with education, an emphasis on duty and work in the education

Ao

of children and protestantism were all part of the common mixture of

ideas prevalent in nineteenth-century England and North America. An
optimism, too, was also present; a belief that material and spiritual
advance lay before ‘them is epitomised in Belamy’s statement, ‘The

. Golden Age lies before us and not behind us, and is not far away,.Our

if we deserve it by our faith ‘and{by our works”.22 One still cannot do -

_children wil] surely see it, and ch(oo, who are already menand women,

the impact of Darwinism and of Spencerian thought upon that admixture

- of achievement and competition. Further, to assert that this was entirely a

‘period of optimism and belief i material progress is to exaggerate.

" better than consult Karier?* for a'discussion of this belief in relation to -

Certain people, from the impoverished farm labourers to the poetic -

establishmént, were far from hopeful. Woodhead,” in an essay on
Arnold, writes of the sense of loss and dissillusionment often

characteristic of Victorian poets, saying that there was a nostalgic
feeling ‘of something irrevocably lost. Clearly there were those who did.

not subscribe to the notion of the spiritual advantage of material
progress. Whilst many Victorians may have regarded progress as a

.
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. suquulc religion ~ there were still plenty who opposed it (mcludmg the
Cnthohcs) Pope Pius IX listed progress as the elghticth error. in his.
Syllabus Errorum of 1864°°

As a prelude to the ‘Golden Age’, the USA for cxample was seekmg,
and to no little effect, to weld her immigrant inhabitants' into one
homogeneous nation. English was the unifying language, protestantism
- (and its variants from New England pietism onwards) the predominant
religion, a'f above all, education was the vehicle for implanting
common l}i als and traditions. The Americans began more and moreto
equate personal achicvement with moral excellence. *From log cabin to
White House’ came to signify something more than mere material

advancement. Suchffa work ethic or ldeolog)’. whilst no dou%!\e 1

i g‘ortant unifyif§gfactor in American society after the .Civil War, _

sulted in a markéd upsurge of materialism. There was also, as Coveney
points out, an increasing number of books on childhood. This was ‘the
surest sign of the prevalence of that arrested moral development which s
the result of the business life, the universal repression in the American
population of all those lmpulses that',conflict with commercial
success'.? Coveney extends this view, quoting Mark Twain, and says
that for the private as opposed to the public Mark-Twain the reality of
the nineteenth century was one of intense materialism and redolent of
the air of everyorte striving for material success. *‘All Europe and all
America are feverlshly s¢rambling for money ... Money-lust has always’
existed, but not in the history of the world was it ever a craze, a

“madhouse, until your time and mine. "2

It may well be unwise to take Twain’s bitter statement as yét another
piece of evidence linking present-day achievement motivation with the
burgeoning capltallsm of the USA and Europe of 100 years ago. Yet
‘such a thesis is very well known and there are many hundreds of
- references to it in current English social-science literature. Itis exphcnt
as regards the seventeenth and eighteenth centuries in partlcular, in
Weber’s The Protestant Ethic and the Spirit of Capitalism® it is implicit
in a host of cognitive-attitudinal expressions on the purpose of child-
rearing, ‘in educational curricula of the nineteenth century, in the
poetry and story-books beloved of private and state schoolsalike, in the

- mottoes adopted by Victorian schools and their masters. Haviland #°
and Stickland’® both provide specific evidence in this .respect. The
former presents aselection of essays showing major trends in children’s
literature and its different genres, whilst the latter has collected letters,
comment and advice to and from children during the period 1700-1914.
Stickland talks in terms of dynamic evangelism binding children to the
“work ethic, and says, ‘The emergence of a new industrialised society
necessitated a literate labour force. This made it essential to educate
children, and for their parents to work for their support’.’!

Weber attempted to shoyv that the Protestant Ethic as an ldexﬁﬁable

"
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cthos was in large part responsible for the development of those
economic activities which he describes in their concrete settings, One of
Weber’s main contentions was that this cthos, which had its roots in
protestantism and its variants, had brondened and become sccularised,
Work had’ become a -duty. Much later McClelland and others*?

. suggested that this work cthic had so permeated the cultures of Europe

and’ the USA as to give impetus to the establishment, during the
ninetecnth century, of state educational provision and the persistence
and dominance of certain perceptions of onc's moral duty to strive.
Children thus became ‘soaked’ in a culture of work-related values in
which independence and pride took such astrong hold that even poverty
could be regarded as a sin.>® For instance, the Newcastle Commission, -
set up in 1858, was asked to consider the measures required for a sound
and cheap clementary education; and following its report, the system of
‘payment by results’ was established. *‘Assistance given by the State to
education should assume the form of a bounty upon the production of
certain results’.?* Results were interpreted in terms of marks which chil-
dren obtained in the ‘three Rs’, and Lingen (secretary of .the Education
Department at the time) clgarly concéived education as a business in
which measured achievement was to be the overriding principle.’

One should not forget that this particular thesis of Weber has caused,

" as Eisenstadt says, ‘A-continuous force, of scientific controversy’.%

Details of its worth havé been many,and the controversy still abounds.
The dominating feature is that Weber’s ideas in this respect, like some of
Freud’s, are still invoked as a convenient explanation and classification
of something very central to understanding in the ficlds of psychology
and sociology, and as an appreciation of ‘how it is like it is’. Eisenstadt

* highlights the ambivalence felt by many who have examined Weber’s

thesis, saying that with the exception of the ‘extreme negativists’
everyone simply has to admit that there is a good deal of explanatory
power in the old Weberian picture of -events. For him, the core of
Weber's postulations is that part concerned with the developing role of

‘the economic entrepreneur, the way in which labour was prepared and

used, and the way in which the role of the entrepreneur was becoming
sanctioned and institutionalised. In effect Weber stated that Lutherand
Calvin had emphasised the sanctity of working to some purpose, that
they- had. made virtues of industry and thrift. Wesley, too, it will be
recalled, had taught that the fruits of labour were the signs of salvation.
The result of such a strong ideology arising from the Protestant
Reformation and the period which followed was to give divine sanction
to the motive to achieve, to the desire to better oneself and to excel.”’?

Weber’s work on the place of the Protestant Ethic in the development .

- of Europeanscapitalism is probably the least factual and the most

speculative of any of his-writings on ideology.”® His arguments were
basically of two kinds: . N :
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(1) those conccrncd to suggést that capitalism could only arise from
groups of people of particular beliefs nnd traits - and that certain
creeds particularly inculcated such traits;

(2) those based on the accumulation of evidence derived from the
observation of countries where protestantism and catholicism
dwelt side by side, These purportcd to show that Protestants were *

: much more successful' in terms of bysiness and positions of
cconomlc prominence,

Both arguments have weaknesses. First, there does not seem much face-
validity in the notions of a direct linkage between belief in forms of
predeterminism (albeit, heavily modified, asthey became) and successin
the here and now. 'Sccondly, there is perhaps sufficient evidence from
observation of minority groupsto show that the very defensive closeness
of such groups could activate dete rn%mntlon and endeavour, Now while
it is clear that in the.early stages Calvinism and the roots of
protestantism might look like this, they can hardly have been described
as such by the late eighteenth century. There would be many smaller sects
for candidature on this score. (One might make out as good a case for
any ethnic or religious group in similar circumstances. What might a
*Jewish ethic’ look like in these terms? The Jews have been possessed of
an enormous number of very talented and successful members even
Awhen in an oppressed minority situation.) Both Little and Fischoff ** .
argue that Weber's thesns has been frequently. mlsrespresented they feel -
that too much attention has been paid to its tentative causal hypothesis,
but both agree, as Little puts it, that ‘Up to a point, when Puritanism
appears, the moral pressure will be on for voluntary, self-initiated
economic behaviour’.4°
*In his two ongmal essays (1904 and 1905). which later formed the
the whole century, it was not merely one more nail in the predeTerministic
to state clearly what he felt to be the psychological condmons leading to
capitalism. But in such a brief overview as this, it is as well to note
Tawney’s rather wry commientin hisforeword to the English translatlon
of Weber's book, ‘It is the temptation of one who expounds a new and
fruitful idea to use it as a key to unlock all dgors, and to explain by
‘reference to a smgle principle phenomena which are, in rcahty the result
- of several converging causes’.*!
Silver, in a study of ideas and social movements in early nineteenth-
century England;>says that there are useful indications of major
. ideological changes and of the ways that they affected education.
~ Certainly, ideas of education as an avenue to social reconstruction
figure quite large in Owenism and in the later rise of the Chartist
- movement. But Silver also suggests that such ideas.and ‘popular
movements’. rarely had the effect of shaping education ‘from below’,
that primarily one must record that the education of the masses was for

'
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the most part clearly directed towards usefulness rather than culture.
Knowledge grounded in the qdeology of middle-clasy utilitarianism’,
Gilver calls it.*? Bven as late ns 1940 Sir Fred Clarke could write, ‘The
clementary school of today struggling towards a more adgquate cultural
concc;;ti(m. is still under the influence of this damnosa hereditas
operating strongly even in minds that would call themselves liberal’.®?

~ But while Sir Fred Clarke's unusually sharp comment is probably fair, it

is equally fair to say that visions of education as a social ladder, as o
menns of bettering oneself, began to appear with just a little more
frequency and clarity to the labouring poor during and after the impact
of Owenism and the franchise movement of the Chartists.* The English
government's later implementation of ‘payment by results’ mercly gave
impctus to such notions. For the most part the middle-class officinls

- concerned were convinced of the rightness of their approaches: an

_ attitude epitomised nicely in this comment by Houghton: ‘The

Victorians might be, and often were, uncertain about what theory to

_ accept or what faculty of mind to rely on, but it never occurred to them

to doubt their capacity to arrive at the truth.'¥?

By the middle of the century (1859) Darwin's views on determinism
werc made public. These werctoactasa catalysttoatotally new view of
nature in which man, too, could be séén as simply part of continuous
phylogeny. The Darwinian theory of evolution necessarily involved
perceptions of the continuity of man and beast. The experience was

shittering for the Victorians. It had wide repercussions throughout .

Europc and North America. Fitting into the stream of consciousness of
the whole century, it was not merely one more nail in the predeterministic
coffin, it was a whole handful! The guiding hand of God on Nature had
been somewhat overshadowed. When seen as part of a complex pattern

of shifting ideas, when added to the growing technological revolution of

- the Brunels and Bessemer (Bessemer and Siemens invented methods of

making bulk steel in 1856. This had a rapid effect, making steel
abundant by the end of the nineteenth century and virtually superseding

wrought iron), when added to the view of Spencer (1870) that painand -

pleasure were the’ principal determinants of human behaviour, it
contributed to a movement, arguably (inWeber’s teri;ns)sptinging from
Luther, which influenced all the sciences and religion and which was

applicable to psychological and sociological phenomena in a way not:

hitherto perceived. Perhaps many of the present-day motivational
concepts can be said tohave stemmed from the lessening determinism of

nineteenth century ideas, for men sought new modes of explanation. .

Particularly one must se¢ Darwin and Spencer as giants in the
quickening pace of ideas. Spencer argued that, ‘With the evolution of
man different things became pleasurable. This is the antecedent of the
survival model of reinforcement, which assumes the postulate that the

species that derive pleasure from what isgood for them have survived’.* ~

N

1280

L4

R



Q

ERIC

Aruitoxt provided by Eic:

.S“oclallsmlon and Achlevement/13] .

Weingr, in a contemporary book on motivation, says that both Marx
and Plaget can be said to have been influenced by blologlutl moxdels and
by Darwin in particular. Weiner reminds one that Marx dedicated Das
Kapitalto Darwin.*” Atkinson inlooking at the historical antecedents of
achiecvement motivation suggested that there have been three main
implications of Darwin’s work which have c.ritlcully ach(.tcd studies of
motivation:

(1) The notion that animals may be capable of intelligent behaviour or
reason.
(2) The iden that human behaviour may be influenced by mstinct

(3) The importance of mdwndual differences

Both Weber, and later Mcrton." relate Protestant beliefs to the
increasing effort applied in ficlds of ecconomic and scientific activity and
neither thesis is unique or uncontested. Shlpman among many others,
had noted the attempts at ‘direct historical investigation’ in the work of
Bradburn and Berlew.*® These writers attempted to measure achicve-
ment motivition by connccting (somewhat tcnuously) comments made
in a sclection of writings over a considerable tlme-span with any
subscqucnt rises in the production of coal. Their suggestions were that

' ~ the urgings and exhortations towards achievement thus indicated in the

writings of a given period later affected industrial growth. There are .
many more studies, however, which perhaps more successfully link the
child-rearing practices of different groups and the achievements of their
children, though these too suffer from the wcakncss of being
retrospective studies.’! -

There are also many wntmgs concerned with the social processes that
influence the learning of the child. Chief of these is still that of Parsons
(1959), who characterised achievement orientation in school as being in

. broadly two dimensions, ‘cognitive’ and ‘moral’,andsaid that these two

primary components could noteasily be differentiated at the elementary

-stage of education: ‘the *‘high achievers” of the elementary school are

both the *‘bright” pupils who cat¢h on easily to their more strictly
intellectual tasks, and the more responszble pupils who “behave well"
and on whom the teacher can count in her difficult problems of
managing the class’. 52 ‘Responsiblie’ is usually taken by teachers I have
spoken to as meaning that the child exhibits: (@) a high.degree of self-
control; and (b) an ability to self-direct work effort,’? It also suggests
distinctively affiliative aspects of teacher-pupil relatlonshlps After all,

teachers have to work with what they have, motivating the here and‘

.now, not changing the antecendents of the child’s background, even if

they could. They, therefore, rely on having some (preferably many)
children’ who seem interested and who persist at their work with the
minimum of cajoling. When the class is largely composed of those

e 4o
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dcﬁmmllng constunt pressure und exhiortation, then the teacher's task
becomes an exhausting nenr-lmpossibility. Parsons stggests thathis use
of the term achievement when discussing the conditions of - the
classroom would seem very close to thut of McClelland. In o latgr work
McClelland concentrated attention on the achievement motive as a
major source of economic effort;** and severnl psychologists, such as
Strodtbeck,*® and sociologists, such as Drucker or Goodwin or Terkel*¢
have attempted to connect the need or motive with the levels of
aspirations of parents, and huve taken this through to adult work
occupations., Such approaches, however, have to be careful not to
overlook the importance of schaol conditions, including the classroom
organisation and climate; und it would seem particularly inappropriate
1o label home environments which do not correlate well with indices of
high achicvement as necessarily *deficient’.’” What does cmerge of
interest, though, is that, as well as material conditions and associated
value systems (and perhaps because of them), it would seem that sclf-
reliance and self-regard are important traits in those with - high
aspirations. Musgrave emphasised that self-relinnce, and other
‘Protestant’ virtues such as thrift, were all character traits that could be
appropriately stressed just as well in home or school as in church.*® He
added that, since the time of Arnold of Rugby, teachers in England had
devoted considerable care to the inculcation of certain character traits in
pupils (usually boys), those very lrails nccessary to cnsure the
maintenance of a capitalist system of economy. While it might be true
that in the 1850s one could have seen‘in the microcosm of a'great school
[Rugby] the intellectual ferment that was sccthing in the country”,” it
would be very foolish to regard thatschoolas any more than marginally
expressing an ill-defined ideology or group of beliefs which had been
developing for at least half a Century in England and elsewhere. As
Drucker mentions,f® a point also dealt with by Silver when writing on
the rise of the Mechanics’ Institutes of the last century,$! educational
development and educational competition have often been seen as
essential twin ¢lements in national development. While a supply of
highly educated administrators, politicians, clerics and, at tlic lower
level, technicians was an important factor in the increasing power of the
nineteenth-century England, the Newcastle Report showed how
officialdom was even ‘more wedded to beliefs in laissez-faire and
rigorous competition for the labouring poor.62 That position, as English
educationists know, was somewhat undegmined within the space of ten
years, and on 17 February 1870 W.E. Forster introduced a bill into the
House of Comimons providing for compulsory attendance at school for
all aged 5-13 years (this, however, to be a matter of local option and
enforcement through bye-laws). : -
Tenuous associations formed in part with the benefit of "hindsight’do
not make history, nor necessarily good social science. But the Protestant
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Fthic hay stuyed with us, Tis stilla theme with powerful emotive value,
and McUlelland's attempt ta relyte achievement motivation to
cconomic growth is simply one of u large mumber ol sociological,
sociopsychological and anthropological investigations supporting the
msocintion, Weiner, like Tawney speaking of Weber, says, "One s
tempted to accuse McClellund of trying to explain extremely complex
and overdetermined phenomena inun oversimplified manner'.** But for
sll that, Weiner recounts it, md McClelland's study of the relationships
involved iy copvincing, especially when placed in the context of the
gradually developing stream of work from a variety of disciplines, Work .
in soclolinguistics, in sociology, in early-childhood education, in child-
development and in social-psychology, may be fairly said to contribute
myrind links between socialisation and achievement.® What Rutter
calls the ‘external’ factors, that is, those ‘home and group value
associations and fucilities, *do not act_independently of the school.
Rather they constitute one set of clements in a complex pattern of
ccological internctions’,*

McClellund’s now-fumous series of relationships linking the Protes-
tant Ethic with the need to achieve are:

(1) protestantism and early independence training;

(2) carly independence training and the need for achievement;
(3) need for achievement and economic growth;

(4) protestantism therefore leading to economic growth,

Diagrammatically this is represented as in Figure 5.2. Weber's line, you
will remember, was one chiefly linking A and D in the figure but
McClelland maintains that changes in family socialisation are implicit.
In the main McCleltand was interested in relationships 3 and 4, above;as
Weiner says, thosc expressed in 1 and 2 are equally indeterminate and
should not be assumed{ it is certainly difficult to characterise them or

(A) : (D) ,
" Protestantism » Economic and technological
. (s6lf-reliance values) development
(8} . : (C)
Independence training by parents Need for achievement in
L

—» children (characterised by
McClellend’s term ‘n. Ach’ - now
used by many psychologists)

& _Figurc 5.2 McClelland’s series of relationships linking the Protestant Ethic

with the need ta achieve.

13 1
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investigate them.* Farthernmore, ay already stuted, the nchievement
motive 15 not casily solated or separated from a host of closely
associnted constructs, Not least there hive been stuclies assochating need
fogachicvement with personnlity measures in general, namely, need for
power, autonomy, indepedence, self-regard, self-esteem, self- control,
anxiety, and so om; nor can it be casily dissociated from perceptions of
causality, or from aspects of social learning and attribution.

While one may, with McClelland, simply hiave to accept the evidenge
of some historicnl nssoclation between the variants of protestuntism and
the tise of capitalism, the links between those belicfs and levely of
aspiration remain confused, confused by complex fuctors und varinbles
which do not ensily yield td simple causal hypothesis-probing. Levels of
aspiration have been linked with social mobility, with advertising, with
changing levels of affluence, with 'consciousness-raising’, with educa-
tion itscll; nnd Catholics, it is suggested, may well be internalising
substuntially the same ethicas Protestants nowadays!®? The confusion is
further confounded by the various value systems of different groups, by
those broadly *adopted® by different social classes, by the pervasive
effects of polity and economy, by the mass-media, and not least by sex,
birth-order and by fashions in child-rearing and schooling. Moreover,
levels of x\spirationsfnrc {0 some extent ‘age-realistic’ and uge-related,
Clearly, too, the feelings of success of fuilure, or of having a measure of
control over onc’s own life chances do ot depend simply upon absolute
levels of achievement, nor arc they obviously and directly related to
overull feclings of powerlessness, nor to apparently class-consistent
attitudes of alicnation. If they were, most of us would feel pretty much
failures in life. To take a closely associated construct, Sceman, in an
examination of four types of alienation,"sclf-estrangement, feclings of
powerlessness, socialisolationandcu ltural estrangement’,** cast scrious

doubts on conventional global explanations of alicnation, showing

"quite clearly that powcrlessness in particular can have very different.

sources and quite different consequences. He cqua&cs powerlessness with
feclings of being externally controlled. While atknowledging, more-
over, that numerous studies do report different social-class attitudesin
types of aspiration and in the deferment of gratification, he says that
extreme caution is necessary in the observation and interpretation of
such findings. Current models appeared no less simplistic than carlicr
ones. Too often they arc shown 10 possess flaws of considerable
magnitude as soon as any real scrutiny is applied.*’

In discussing sources of achievement motivation, its apparent
importance in school and the plethora of related constructs, one does
need constant reminding of the seductiveness of such ideas and of the
relative ease with which a series ofill-founded assumptions may passfor
a theory. Social science has many such examples. Yet, for all that, to
appear 100 anxious lo prescrve technical rules, to be too reluctant to
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inveatigation, Necante the aocial pciences ate very interdependent, we
need all the cross-linking of ideaswe can get, and this inchides attempts
at creativity and speaulation, Avjts simplest all we have been digeussing
s0 fur is that one’s coneept ol thg futre is in part dependent upon one's
staties, valiies and feelings atthd present; a nolunreasonable su[.:gcslinn,
and a topic not unimporiant 1 those concerned with the edifeation of
children, ‘ /

Al in all, the complenity of these shilting sands of ideology, culture
and personality undersvorey the naivety of any thesis whiich would
attempt to reduce or stereotype the vast number of subtle gssociations
between the developing person and his eavitonment, [Terms like
*Protestant Ethic’, “uchievenent motivation®, *ulicnation’, iddle-cluay
vilues®, "deprivation’, and/so on, ase dangeromly seductive and must
often obacure uy much as they Numinate, All contain at their core the
notion tu certain values, attitudes and dispositions afe internalised
(leurned) to such an extent that they become the often unconscious
wellspringy for Later hyman beluviouwr, and that the/substance and
context of certain sety of carly experiences have importaft consequences
for the whole of our lives.

exttapolate can lead one to adupt 4 sterile and uncicative amn}rch {0
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Figure 5.3 Principal variables associated ujithga_chievemenl motivation.
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SOCEALISATION ‘ANU it bifoats

"Youh say Fain sepeating

aoinething | have said before. §shalksay it again'™

’

ftiavary tempting, \{h,cn obiscrving dillerenyes in haman behaviour, to
sce behind idioayiwiatic geapoiise @ uiiformity which baonies
amenable to awseping gencralisation. Vor instanee, the ways in which
childien are teared to theirdilferentse stal andaovialtoles depend upon
3 many aapevts of caltiite and valies, that almoat any unifosmity vould
be perveived by a student ardent enoagh inhia belicls or sutitle enotigh
with his theogy, Fqually fruitful and equally confuaing has been that
atea of teacarch assoviating sodial-vlass differvnces with child icaring
practices. Conflicts ingescarchfindinga abound. Some teacanhstiggests
that “middle class’ patents afe "mote tigorous than wathing class
patents in training their childien®,” while later rescarch findings bave
presented iniddle-q lass- ‘mothers ay tnote perminive and toletant,
Diycussions of such controvenics and pasticulardy ol how they telate to
cducational succes can be found throughout social-science writing, in
for instance the wosk of Bernstein,”* Hunmelweit,” Bronfenbrennee, !
Newson and Newson,” Douglas,’ Hatgreaves’ and Musgiowe,'® to
mention merely a few commonly encountered by cducationaists,
Klein, after an extensive analysia of rescarch on child-reating
practices generally, emphasised the fole of anxiety imchild socialmation,
aaying, ‘10 a child has learned petsisfence, sclfcontrol, independence
and his own value as an individual, then bis anxieties can be allayed by
clfort and - given that socicty docs not change too drastically winle he
grows up ~ he has.been successfully socialised for high achievement®."
But children are not passive in all this, and as most parents and teachers
will tell, the process of banging up and cducating children involves
interaction which nuty have as lasting an cffect upon the adult as upon
the child! Too often socialisation is thought' of as a onc-way process,
something adults do to ghildren. Thiv is very tar from the case. Living
with active adolescents can be a more rigorous rife de pasiage for the
parent than for the adolescent.. : ,
The somewhat passive concept of socialisation in its modern scnse
appears to have its origins in the late 1930sand ea rly 1940s."° [t docs not
stem from the writings of G.H. Mcad, as some have suggested. He may,
perhaps, have overemphasised the importance of language, but he did
sce the socialisation of children as a highly creative; flexible and
interactive affair® The trouble is that the concept has so often been
cployed in a way which itself has led to a distinctly deterministic view,
For instance, it has often been scen as a'process of "moulding)
Brim has written of the purpose of socialisation as being
transforming the raw material of humanityinto good working memNers
for socicty." The goal of socialisation, says Danziger, *as ¢onventiona
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sosngived, fa o bijng the individualintua proper segsistfos the Hnitau!
desirablc and avcptable beftaviout in vatious situations amd sslation
shign’ ** $lc then tiitivisca suddy vicws fod théls nartumaicos atnd fug thels
lach uf voscern with intcras tion and gaipiodity Theie are, huweves,
alzoactivur lunltationa to nativns of tevipronity ip sasialization Berger
andd Liwkinan have feminded us that afterall 4 childhasno chcuaziathe
tiattct pf 2ignificant uthieiy, g Jdocs he choose hia passiis Nignifivant
uthers arc “imposed upon him', and they efine the situation * In
frarticular, the pawer to define situations ia fargely in the haids b
parcnis and uther adults, eapecially in the carly stages of Jhihdhoasd
\\’hil:-_lhia oy not grerent sonie iwdipiaity in the prowess, it Jdoea
scverely Lanit it Jhua, the term suaiabization b nopmally wsed in this
tathed thnited amd soonewhat niee haniatic mannee, thatisyasthe peosoess
by which the chudd seeives the o ollestive waya uf 2odciety aroutsd him,
becoming acvulturated Nat only ate thare problemasn hom the paos e
is defined, the prinesy (whateved ot dsk ia abia datecaichy subtle andd
unmplr\, and dilferent pennpeytivey ate adopited Uy ifferenl 2o hoola of
thought in paycholagy and soniclagy

The povhologn al perspes ives of sasialisation are Droadly Jdassificd
by Lavatchiand Stendier as hsted below

(11 Forlearnmg theariaty the development of and conteol of ceptain
dinve wnystains, weh as drﬁcn.k!\.r, sevuality, aggicssion and
acevement, .

| ST pshhml;n:l’fn theomty the Jdevelopment of a super ¢go,

-
\ "]
—

canalismg one’s encrgy into soesally acceptable activities and
fcaming to postpone immediate gratifation

(V) Pogisteracuonnts an emphdus onmanteraction e ween the gature
of the thild and b envitonment and v the reaptoaal relatiens
between the child and sigmificant others® ¥

Most sodalogical studies of child sociatisation have been conceined
with the sowial actting of the famuly, however descnbed Geographae,
cthme and political factors all play a part, but unigue value systenn
pecuhar to d:Scrcnl groupy and winch entically aftfect the upbninging of
the ctuld areull most often descibed in terms of sovial dass o SES
Family status olitself, snterms of wealth and prestige. would appearto
become translated into sewal eypenences, cvalues and norms and
become internabised i cach agdinadual BElinon his *precomditions fon
sodialisation™” distingushed the soaological perspectives thuy

(1) socalnation viewed through the analysi of norms and values,
thase patterns of behaviour which are cominon to given soaal
proups and those sdeas of nght and wiong appropnate toa ginen

: group;
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123 aonialuation petisiv ed i et of 2idias wind 1200 that i ""’,1‘ ihe
grmitiey in the samial odtves tuee?amd the dynamicy of T Lol ¥ i
arsmiate] with that pmandticn

(3 Al inptaimiiomal (Rt3fxctive, whinh Coaviaed wiit the futm tioisy wf the
sclumed, the shuedh and e Losputal

(4) the paapwniing avoutdang tu wliach vuituaal v groap sulalivision,
vnth as e shd ¢ dAss o & i §fraf i3 v mel ay 116 ifaged | PYR RV

() the puasgketive of aeidd VAMME e Lawdh 8 pPeisjmative has Dxesn
cmpluyad in o a pdsbeesinantly sonial paycholdegial way by
Hioelfertusnnes . fof sramplel®® This fastagsa tise vais abea vause
probloms in coasparative pay fuibogieal stules which Lars o tisi
samipling o Lrﬁgicu.!mat foases furt slata vodlon thons sirm ¢ U cwmu b4

of 1he atudics (hanges as will ar the foei themesetres

Healdory of contemnpuotaty sowiclogy amd education tegss might tw
forgrven Tor azsuming that the muoatimpattant perapeative st [
centind upwn language asyuaitionand uiage L crtainty.lvanand oy
rowadans fofm 8 vitad perapsative it itaelf But tme yan secognine thay
the  JdTenng  sogratins armd  valal ok ntes of gratcntal
cerimummation atd of fodmal huntanintenvuiae s canlame asdintedadd
mith the powaful symiiaised agenainy of 2w wabisationt to peuysde thal

totad Tptoeese oof sostiod, whershy a paitsoular mogal, cognons arad

Caffen tive awageness 1y evolbod is the (hldand ghwna trwa il Lot atald
bt :

content’ ™ Lagbed of sus i tvadesa ave lamitiad with the algusnents of the
1ast e ade of 8o in 16 sonwiod nguistas i ld, thhey r=ay grant cra-derne ta
Muagrove's opanicss that the Grritxat acaeptance” o G Mead's
wheas on b vrairal bnportaree of language may well have 11112kl
Bernstern armd maany othor pRlo muns e s nhrg sonialhinalion o e
soanewhat, capevaaliy i 1o i e mentdie clase attach’ crtmothing
Jtass language™ le that aa st ptay st is Las early o the deluate Luentes
other than a verdwt of © ol proven” when disutng the ithphoatuensin
termma of deacAets languags The teacher's languags in the dlasziicma
fet fes ernatily ln‘,ghh clabwrate, nod Guste the same as the faormal
languagr of he o henel Irndeedd, tmany trachery f Fave obaarvnad wogtld
seernto employ a'resticted code full elimphaat mcating "3t was mll
undetifonnt by the whaole clan

LeVine Bar pxental cut that Jsevalocts are at I e efent
engineeny that there can be cutisnteratle aippage e twecn the fypw of
cvireament 1 owhnh the Jhild oorrared and ho v Biet eventual
b tiaviout * Yot at evadenas from the dufferentdoaphine ¥iumulates,
Hhevemes invrcansgly apparent thatvanationsin human de wtopment
and Behavioul are i semic way assoaiatod wath cultural Gfforomeesin
the upbringing and eduaation of Jnhlren, that Qiffcrent fispatines,
Gfferent goale teveal dffetenees i emphass and rcthonds of
sowaalization Notunnaturally thowe ate Iieguently antespretadan tenm
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of their economic and social context. Some writers, such as Bordieu,

place partrculnr weight on the school’s role in all this, attributing to the-

school a deliberate perversity in the transference of values such that
: partrcular forms of hegemonyare maintained. Othershave attempted to
examine the relationship between child-training and subsistence
economy adaptation. Indeed, in one such well-known study data from
observations of over 100 societies led to the identification of the method

- of accumulating food resources as the common variable underlying the

relationship between economy and- socialisation. The researchers

suggested that children were, ‘pressurised’ into obedience and res‘pony,,t,,‘
bilxty in societies with high-accumulation economres(that is,economies. - -

. in which the supply of food had to be developed gradually and protected
throughout the year).. Societies with ‘what was termed a’ low-
accumulation economy tended to emphasrse self-reliance and individual

' Socialisation and.Achievement/139 -

v-

achievement, however, and 'this was in line with the more venturesome =~

" _modes in which the adults dally wrested food from nature.”? In similar

vein (and echoing once again the Weberian thesis) Evans states that
ample data exist throughout the world, showing a link between
industrialisation and the¢ modes of socialisation adopted.”

Common to both the psychologlcal and sociological perspectives one |

may discern a consistent theme, that of the establishment of control
~sanctions upon those being socialised. LeVine puts the position very
_clearly when describing socialisation in respect of three different groups.

» Inthe so-called ‘primitive; or nop-literate family the primary goals are
" concerned with submission to recognised authority for the good of the-
. group. The group’s need for members who participate in the survival

| economy usually means fairly late application of those controls, at a

rstage of the child’s_development when he or she is old enough to - .

understand. Concrete social and economic reasonsare offered’ to the

- child for such changes in adult behaviour towards him. He, goes on to

suggest that in the case of ‘a Western Protestant sect’ of the seventeenth
‘to nineteenth cénturies the child-rearing would have been very much

‘infused with moral considerations’; in other words, - that the’

socialisation process tends to become idéologised; that the control

elements become part of’the abstract, religious ideas abouthowachild - -

* ought to behave. Heargues that one of the key elements in this pattern of
socialisation is self-awareness and the art of defi ining one’s own -

behaviour. LeVine's third example is of a contemporary group of US

‘university-educated families. They, like the first group, are deeply - -

concerned with the economic survival of their children, but have
‘inherited’ much of the Protestant ideology of the second group —a point

of view I find very easy to understand’ when looking at the ways many

sanctions and ‘controls” are sometimes expressed in contemporary -

English pnmary schools (small children are ‘trusted’ to be ‘good’, not to

"lndulge in ‘wicked’ behaviour).” There are, however. noted differences.

- 13y
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The contemporary group searches the cultural environment for signs of
the dynamics of the future, for that information which might indicate -
how adjustments should be made in order to meet the changing culture.
“This group relies heavily on the texperts’; the ‘high priests’ of our time,
“since it Believes in science rather than religionand henceisinfluenced by

* " the scientific advisers, paediatricians and cducationists. Perhaps the

modern equivalent of The Mother’s Role in Education (early nineteenth- .
century New England)®* is something like The Parents® Guide to Piaget! .

In each of the three examples above the socialisation process acts in
somewhat different ways with very differentendsin view. Yet the core of
the process is that, in each case, the growing child should take into
himself the control elements of the group, so that they become his
‘internal voices’, the explainers of his behaviour not only to others, but
to himself. Clearly, as new patterns of socialisation emerge, or existing
ones adjust to fit changing ideologies and socialforces, different values
are internalised. To so-called ‘exacting affection” of the English and.
American middle classes gives way to greater reliance on cognitive -
, appeals, ‘democratic’ family -advice, or upon institutions such as

schools. But the internalisation of systems of belief still goes on in the l

child’s mind. Not so long ago I observed a group of 10-year-olds
discussing the story of Exodus with a young and enthusiastic minister.

The minister was somewhat taken aback by the children’sinsistence that -
.the journey through Sinai (which he explained asa ‘miracle’) could be -

explained much - more satisfactorily’ by ‘scientific evidence’. The
children’s assertions seemed ‘as unwarranted as the priesgs. Yet both
believed implicitly in the systems of analysis employed. :

. 'One of the most well-known articles on changing patterns of child

socialisation is that by Urie Bronfenbtenner. He argued that there have

been major .changes,in (Western), parental behaviour which have

affected the socialisatjon-of children, thus:

- (1) greater permissiveness towards the child’s spontaneous desires;
(2) freer expression of affection; ' A B
(3) increased reliance . on indirect *pSychological’ techniques of-

discipline (such as reasoning or appeals to guilt) versus direct

~ methods (like physical punishment, scolding, or threats);
(4) in consequence of the above, shifts in the direction of what are
' predominantly middle-class valuesand techniques, a narrowing of
the gap between social classes in their patterns of child-rearing.%¢

Bronfenbrenner éls_o said that, when taken in conjunction with other
“data from the social sciences, such a trend appeared to be consistent
throughout the first half of the twentieth centyry. Bronfenbrenner called

this socialisation orientation towards - adjusiment. His speculative -

analysis ends with the rueful comment that, since the success of the first

kX
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Russian sputnik, US socicty may well have taken a more positive move
towards achievement in terms of directing socialisation, in order to
increase the achievement drive in'its people. (Goldstein and Oldham s

commentary forms a somewhat more up-to-date assessment in this

respect.”’)
Contemporary studies of the wide range of issues subsumed under the
‘umbrella’ title of early childhood socialisation have tended to gssume

that there is a direct relationship between parent variables (those.of - -

behaviour, personality and attitudes) and child behaviour and attitudes.

A surprising number of*them have concentrated upon the dimension | :

o

'Lpérental characteristich _— Ehild charactoristicsl -

o

and few have been able to consider the reciprocal aspects, orindeed the
multitude of associated factors.’® The mother-child relationship has
been the most popular and certainly that most amenable to
mvcsugatlon possibly because of the relative ease of access to data (via
quesuonnalre and observauon) and possibly because of its traditional *
focal importance in the nuclear family, which in the past has been
economically dependént upon the dailyabsence of a father following his

‘gainful employment. Some studies start with’assumptions derived from

sociohistorical methods of investigation, and certainly several relating

‘achievement and child socialisation specifically invoke the Protestant

Fthic as some kind of basic causal antecedent.” Shipman has labelled
those considerable number of retrospective studies which purport to
make this link as ‘débatable’.! Different cultural groups have beery
obvious targets for such investigations,'®' without there being as yet
more than the most modest accretion of evidence pointing to definite
causal factors.'®? (It was jokingly said in universities in Australia in the
early 1970s that there were more social anthropologists investigating

-aboriginals in Arnhem Land than there were aboriginals!) There have
been obvious fashions in investigation topics. The work of Adorno et

al'®? in the early 1950s stimulated investigations of authoritarianism in
parents and associated styles of child-rearing.'® Sex-role learning and
parental identification are still extemely popular topics since the work of
Maccoby and Jacklin in the 1960s'% and have been given added impetus
by the .increasing interest in feminism as. a social force. Maternal

. behaviour and personality development have been almost continuously

investigated since the start of the Berkeley, California, longitudinal

studies (1928 cohort).'® Some of the more recentseries of studieswould..

appear to support Bronfenbrenner’s earlier work. For instance, work of
the Newsons'®, has.shown that parent-child interaction is more

;permmsxve in middle- and professional-class families than in working-
class families.'*® Kohn '*° has said that much child socialisation research

v
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is -ingonuously simplistic; he has endeavoured to show that the
differences lie in the value systems of different groups and that these
values have important consequences for the relationships built up with
children and, later, by them. For all that, he was simply adopting one of
the most common -sociological perspectives, which interpreted .

- socialisation thus;

-
soclal class4—— conditiona of life «— values <—behaviour, '

Although mostlsocial classes would nppeér to 'shafe many ofthe basic

" problems associated with child socialisation,. such as degree of

attachment, feeding habits, bowel training, and modesty and sexual
conventions, there would appear to be wide variations in the more
sophisticated goals of socialisation, particularly in terms of values and -
their acquisition through social ‘and linguistic orientation. The child’s
life may, in effect, be depicted as one long series of informational cues; .
and, as the Newsons have shown, language does playa vital part init all,
(Some of the problems are touched upon in Chapter 4.) For instance,
though a whole range of environmental factors;appears to relate to -
scholastic achievement,'® and these are enmeéshed with the value
systems adopted by the different groups, it has become fairly clear that
mode of speech may be an important factor in the speedy acquisition of
certain cognitive skills and possibly in certain perceptions of the import-
ance of achievement itself. Certainly, it is very clear that some modes of
speech will enhance expectations by the teacher in respect of tertain school

‘performance outcomes’. For many years it has been well documented

that different groups, often broadly classified in terms of social class or

SES, encourage different emphases in the socialisation of their young .
and that these emphases have a bearing on the children’s adaptation to -

“schooling and, hence, to the levels of success achieved.

During the last twenty years or so one of the most widely publicised

) and widely accepted theories concerning language acquisition and its
- bearing upon and part in socialisation has been that of Bernstein and his

colleagues.'!! As most educationists know, he developed a detailed -
analysis of the differences in language characteristics of working-class

. and middle-class children. Bernstein distinguished broadly between two .

T

main forms of language (initially proposed as ‘public’ and ‘formal’), -
which he later referred to as the ‘restricted’ and ‘elaborated’ linguistic -
codes. Briefly, the theory was that the elaborated code had a variation in
form and syntax which could be adjusted to fit the speaker’s exact

purpose with precision. The child using language in this manner would
tend to use it as an aid for manipulating the environment. He would be -
likely to employ this linguistic sophisticatiomr as an aid to problem-
solving (this has been termed ‘verbal ‘mediation’, and Bruner has
referred to an important part of this ability as the ability to ‘de-

40
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contextualise’, to employ language in order to posit and hypothesise
away from the immediate context).'? The child fron\ the lower
socioeconomic group, on the other hand, would be less likely to use
language in this way. His linguistic code and his mode of scialisation
encourage him to depend much more on gesture and intondtion and on
implicit, assumptions that the listener shares or appreciates the
smndpo%ht adopted. As such the language was characterised as a
language of ‘implicit meaning'. Evidence that these different variants of
lapguage behaviourare not confined to England has been offered from a
variety of sources throughout the world.'"* Hess has suggested that the
language of the low SES mothér does not provide the - same
informational and environmental cues for the child as does that of the
higher-class. mdther. Consequently, since children may well arrive at
school with the home language thoroughly internalised, they arrive with
what is in effect classed as a ‘superior’ or ‘inferior’ set of verbal
techniques to apply to their own learning situation. Some of the earlier

US compensatory programmes wer.- firmly wedded to these notionsand

were based on the belief that this was one of the core elements in
‘cultural disadvantage’.'™ Working-class culture has been portrayed as
deficient, particularly in respect of language development and usage. As
Denzin says, there has been a marked tendency to assume that the
children of lower-income families have failed in some way, that their
‘deficiericies’ need to be made good, that because the children fail to act
like the norm (middle-class whites?) they.are culturally disadvantaged:
and deprived.!!$ Overall, Bemstein’s views still tend to receive strong
support from many educationists and educational psychologists, but
writings in the sociological field (and in the humanities) are now much
less supportive. Bernstein’s view of social class has been criticised for
being vague and his original research lacking in hard evidence. He has
been attacked for being a ‘myth-maker’ and for fostering an already
somewhat prejudiced attitude by (middle-class) teachers towards

" -working-class children. Those antagonistic to the Bernstein research

tend to quote the criticisms of Harold Rosen, who showed that there was
confusion of categories in the work of Bernstein, that there was
insufficient awareness of - the obviously wide spread of linguistic
variations, a lAck of acceptable evidence concerning the elaborated and
restricted codes, and the constant implicit message that ‘middle-class
language’ was superior.!'* The linguist Labov, who investigated the
logical and abstract qualities displayed in non-standard English, is also
regarded as a fierce critic of Bernstein and his supporters. Labov
purports to show from his investigation of black ghetto English that."
complicated and sophisticated propositions and relationships can be as-
casily explored in the tongue of Harlem as with the ‘elaborated code’ of

standard American English."’

‘Compensation’, that is,_gdu‘cation',designed for those assigned

L
B

41

s
L o

-



Q

ERIC

Aruitoxt provided by Eic:

144/ Children and Schooling

culturally deprived, has tended to focus on the carly years of childhood,
It has been very popular in the USA, less so in England, But both sides of
the Atlantic have seen an attempt over the last decade or more to
improve the children’s language development and usage in various
ways. The emphasis was uwpon language to facilitate the ‘deprived’
child’s control of the environment. But there has undoubtedly been a
quict revolution in pre-school (nursery) curricula and pedagogy since
the carly enthusiastic days of Head Start. In the late 1970s there was a
considerable move away from the focus upon language and its cffects
upon early school achicvement. Other goals of early intervention have .
come to the fore, particularly in the USA. Current programmes are
much more concerned with wider goals for the early: intervention
programmes, with nutrition, creative arts and emotional health.
Equally, after the initial disenchantment with ‘the Head Start .
approaches of the late 1960s, there is some evidence of belated success
beginning to accumulate. Intervention curricula, including the language
programmes, are beginning to show signs of many small successes,
particularly where child-care professionals are being involved in
influencing the mother at home as well as the child, and particularly
where language development is seen not as a single key but a part of a
whole approach to enhancing social facilities.!"® _
Bernstein, it will be recalled, posited that the linguistic code actedasa
focusing or channelling device, so that the user of the elaborated form
took ‘a more instrumental view of the world than did the user of the

restricted form. Thus; the elaborated code-users supposedly become

more and more concerned with language as a tool. The school is then
able to build upon this tool usage and to shape and alter perceptions in
the way most likely to lead to speedy development of measurable school
attainments. There has been much debate concerning the similarity of

‘perspective and linguage usage between ‘middle-class’ teachers and

children;'"® the argument being that working-class children are
handicapped by the gulf between their linguistic code, its perceptual and

- aspirational context and that appreciated and understood by the

teachers. Bernstein clearly believes that the class system in England is
one which critically affects communication and socialisation, ‘the
division of labour influences the availability of elaborated codes; the
cldss system affects their distribution’.!” ,

For the most part, Bernstein’s work has fitted well with the findings of

psychometricians, some social-anthropologists and most educationists,

‘though what the consequences really are in terms of educational practice

remain to be seen. There are, however, quite serious weaknesses in what
Bernstein has proposed and developed over the years. The first is the
obvious one that has been pointed out many times. Division into two
codes, as Rosen said (see above), is childishly simple and does not inany
way fit our knowledge about how human differences tend to be
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distribiged, The sccond is the inslstence that the language of the
reception classroom (that is, when the “collision® would presumably be -
ihost noticeable In impact) Is somehow such an elaborated one that
many working-class children are puzzled, alienated, or unable to learn
much from the initial experience of school. This does not casily relate to
what I have seen of infant-schqol classrooms. The language of the
teacher in the infant, junior and even sotetimes the sccondary gchool is
often very neccessarily ‘restricted® itself, relying on context-bound
instruction, unfinished sentences and a host of visual signals that have
meaning for the children. Teachers may definc much of the context, but
this context is relatively simple, the rules obvious and the style almost
always context-specific.)? Sometimes, however, when the situation
becomes very ‘open’ or markedly ‘child-centred®, the context becomes

. more fluid and certain children may then find the rules less obviousand

the learning goals' and communications unclear,'? .
From a different perspective, it is interesting to note that Miller and
Swanson, who saw culturally patterned child-rearing practices as the
primary factor in the development of appropriate adult behaviour,
examined the practices of North American parents in two broad.
oricntations: entreprencurial versus burcaucratic occupational roles.
They reported that child-rearing practices differed between the two
groups. The so-called ‘entrepreneurial’ parents stressed training for
independence and self-reliance. The ‘bureaucratic’ parents emphasised
social adjustment.'”® The basic ‘theory’ so evinced is common to all
socialisation theories, whichever perspective is adopted. This is that
from. the initial need for security and warmth others arisc and are
fostered or neglected. This process takes place in an ambient value
system of a specific kind, within a set of particular attitudes and beliefs,
Within this system the child’s own motivational pattern develops.’His
aspirations are filtered through his own physical adaptation, personality
and the opinions of others: Many writers have pointed out that how a
child experiences life is greatly influenced by the way he has been taught
to think, and that he is constantly adding to his perception of
appropriate reality according to the notions of those around him. The
child’s ideas are'therefore, to a surprising degree, ifnot initiated, at least
controlled by the people, situations and value systems around him. :
One-of the common problems of research into child socialisation is
that investigations of the parental antecedents of child behaviour have
often been concerned with studies of maternal rather than paternal:
behaviour. Now this may be entirely appropriate in certain types of
family where the nurturant role has clearly been assigned to, or is
predominantly occupied by, the woman. But it may well be that such is -
not the case; also, the perception that the child has of the parent or of the
situation may itself be disproportionately psychologically significant.

- There are other problems, too. For instance, Medinnus has suggested .
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that we may not be justified in thinking that poor personal or social
adjustment of children Iy cansed by their unfavaurable perception of
thelr parents or of the parenting, rathcr they may simply have such
perceptions because they themselves are poorly adjusted. 1 Causality is
not easily assigned. But data do exist concerning the way that family
circumstances (for example, those relating to rural or industrial
conditions, to degree of wrbanisation, poverty, ethnic ties, retigion, and
s0 on)can influence the upbringing of children, though suchdataarcnot
necessarily those gained solely from cmpirical studies. Much can be
found in survey studies of the social-science field, suchas those by Barry

“or Boehm.'”® But, equally, much may be found in literature,?® and

biography, llowever unrcliable, is particularly fruitful in this respect.!?’
Some thirty years ago Heider styessed that there were tich seams and
insights into interpersonal relations to be found in novels, biography
and other forms of literature; and that such a view as his was ‘shared by
many psychologists’.'** The socio-historical method, too, has in such -,
works as those by Pinchbeck and Hewitt,'?® or of Arics,'thrown light
not only on the processes of socialisation, but.on their changing
emphases. The study of socialisation through time not only reveals
fashions in child-rearing, but indicates changes in the valuesystems ofa
particular culture as secn in the upbringing of children. In particular,
examination of the subtle factors which appear to underliethe success of

. certain apparently achievement-oriented groups must take account of .

the sort of educative rcasoning which has often characterised the
sociohistorical method. As we have seen, the most well known in this
context is that which lies behind Weber's classic *Protestant Ethic’and,
tike certainterms from Freudian psychology, theterm ‘Protestant Ethic’
has become a catchword and rallying-cry. But taken at its simplest,such

reasoning merely proceeds from. the cveryday, phenomenological .

. observations by which most of usattribute purpose, motive, orconcern,

The existence of numerous epigrams and aphorisms testifics tothis;and
they are employed by many as they move through life as a sort of

‘shorthand’ of principle; from the tart ‘what kind of peopledo they think . -

we are? to the famous remarks of history, ‘to travel hopefullyis a better
thing than to arrive, and the true success is to labour”.””! Indeed, the
social sciences are closely linked with, if not rooted in, commonsense
and common experience: this may be one of the reasons why they are
often so suspiciously and cynically regarded by the general public as no
more than grandfather’s favourite sayings dressed up in a certain
academic jargon! , . _

In looking at ariindividual’s or group’searly socialisation experiences
one cannot afford to overlook what are so often termed the ‘over-
arching determinants’ of time, sex and social class. Change over a
lengthy period of time is, of course, exemplified in sociohistorical

analysis and is perhaps not quite so open to vexed controversies such as
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those bedevilling tho term ‘cluss’, In England, in common parlance,
‘class’ is un evocative term redolent of sociul prejudice, group solidarity
und. of ‘station in life', a term explolted and used so often that its
imprecisiop is often overlooked. In the USA the term sociocconomic
status is more commouly employed, but there us in the UK, the father's

‘occupation is the prime index of the category. Gradations of soclul class

and their relationship to styles of child-reuring and to. educutional
attrinment have preoccupied a large number of psychologists und
sociologists for several decudes. Many writers, for example, Byrne pnd
Willinmson,'™ Rosen,' and Musgrove,'"* have criticised the crude use
of the cpneept sociul class as any index in irself of group behaviour, and
some liave offered other explunations based ruther on availability of
resources or on certain sets of values. Much recent English work has
relicd upon the Registrar General's (1960) classification as its major
indicator of social class (for example, wide-scale national cohort studies,
such as that resulting in the second report of the National Child -
Dewvelopment Study in 1972'%%), Common though its use is, the Registrar
General's classification system is extremely crude and is often criticised.
Brandis and ‘Henderson have used more specific and apparently more
satisfactory measures in their language studies!’* but these depend upon
knowledge of the educational background of purents, data not always
casily obtainable. Discrimination between subsets and subjects within
social=clasg groups has also been attempted, such as in the classic work
of Fraser in the late 1950s with a class of Aberdecn schoolchildren. !
Shipman suggested that onc improvement in measures had been
categorisationin terms of observationof ‘common features’, rather than
the usc of the single index, such as the father’s job.!*® But one notes that
in a later book'”® he, too, reverts t6 use of social class for meaningful

-explanation of differences in’ cducational performance..

Drecben, in his now famous paper on the part played by schooling in

- the socialisation of children, looked at the social structure of the school

and the relationship- between that structure and the acquisition of
norms. The structural characteristics of school which, he claimed,
distinguished it most sharply from other agencies (notably the family)
were as follows: '

(1) Thosc who control schools and organise the lcarning expericnces
are adults not related to the pupils. ’

(2) Children attend school regularly but return daily to, and continue
to participate in, their family life. ‘-

(3) Therc are structural distinctions in schools according to their

~ level: :

(a) changes in the relative homogeneity, heterogeneity of child-
grouping in relation to size/type of catchment;

5o
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(0) differentintion of tenching staft according to types of subject
, speclalisation; .
(¢) presence or absence of streaming/trncking devices in the
school organtsation;
() ‘variations in the number of pupilsthat cach teucher confronts
daily.!

(4) Children progress through school year by year, thus severing
assoclations with one set of tenchers und establishing new ones,
(Such a distinction is less easily upplied to English schools, since
there are varintions of vertical uge-grouping in primary schoolsand
since more nttentlon is now given to continuity of pastoral care in
secondary schools).

. (5) Generally speaking, schoolchildren are members of relatively
*age-cqual cohorts’, whereas in the typical family the age dispersion
is larger than that of any single classroom (cven in the case of
verticul grouping).

(6) Though families and classrooms have adult and non-adult
positions, the classroom has a muclsgreater proportion of what

" Drecben calls ‘non-guilt membership®.

o

Dreeben suggested that, through the structuraPrrangements of schools
" and the behaviour patterns of teachers, children come to acquire the
norms of independence, achievement, universalism and specificity; and
he said that many US observers regarded the first two, independence and
achievement, as dominant cultural values. (He avoided calling
universality and specificity cultural values, since he remarked,that they
were not normally included among the principles thought desirable in -
American life.*") - .

Few would disagree with Drecben that the basic social properties of
school are so deviscd as-to ¢ncourage the.child’s learning of those
principles rather more effectively than if the child had been left entircly
1o the devices of his own family and their idiosyncrasies. It does need
some qualiﬁcatioh. however. At the level of commonsense observation,
one would assume that social (class) and familial circumstances would
be of considerable influence. There is sufficient evidence in terms of
family language, overall linguistic and (possibly) value orientation in the
work of a substantial number of American and English researchers'*? to
suggest that the acquisition of certain norms as a basis for *competent’
and successful adult life is easier and more effective when there is a high
degree of congruence between the dominant value systems of the home
and those of the school. i o

~ Given that there are differences in socialisation, and given that its
study is rooted in at least three different broad fields, namely,
psychology, sociology and anthropology, it would scem pertinent to

»
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remind ourselves thut both paychologists and sociologisats have become
more and more preaccupicd with the ways in which ditferences in
motivation and pchievement orlentation are learned, and the ways in
which they atfect schooling und are alfected by it, (This has been
pm’li‘.ulmly tiue of language and socialisation studies.) In Pagland the
main impetus would appear to stem from the work of such people as
Bernstein'® and Fraser,"* in the late 1950s; Niom the now- Torgotten
Crowther Report; Uy from the wogk of Douglay and his associates, '
The obvious focus of attuck here, us tRe research evidence onsoclnl-class
ditferences in educationnl opportunity accumulated, was selectionYor
sccondary schooling.'*” But some educational and social paychologists
chose to concentrate on the appirent contradictions in some of the
rescarch work on motivation and achicyement, particularly in terms of
the relationship between personality variables and academic achieve-
ment measures,'** Despite many unexplained features of such research,
it sceans reusonable to summarise the present pmnlunus uppruxlnmlmg
to;

(1) that certain measurable personality traits, for example, levels of
introversion and ncuroticism, levels of setf-esteem and degree of
internality, scem 1o have some relationship to  academic
achievement; »

(2) that there are curious anonalies in traits associated with high
academic achievement and inexplicable differences between
associations at difTerent levels of schooling, as well as narked
differences between the sexes, (For instance, it has been said thatin
England at the primary-school level the stable, extroverted girl
scems likely to be most successful. In higher educationthe unstable

" introvert scems most likely to be a hnbh-achlcvcr."’)

To summarise this stage ‘of the dlscuwun lhk say that the |
socialisation of the child, and his eventual tran wnddllhood have
become major topics in the social sciences. (This is currently especially

fashionable in respect of the socialisation of girls, a topic which has
‘increasingly preoccupied sociologists during the 1970s and 1980s,'*°) But

there are curious gaps in our knowledge, for while there are differences
of viewpoint corresponding roughly to the disciplinary stance taken,
there are relatively few real social-psychological perspectives of
childhood to date."*! It would seem important, too, for educationists to
have as wide an interdisciplinary view of childhood as is practicable,
since socialisation (and much of education) involves the acquisition of
norms and valucs, the learning of rules and roles and the internalisation
of knowledge about the self and one’s patterns of response in a variety of
situations., Knowledge of the assocation between culture and cognition
is still surprisingly hazy and incomplete, even though there are many

-
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accounts puipotting 0 show how we become what we are thiough
iteraction with the structures and thonghts of others ' Oveqall, it
would scemt essential 1o atieas again the intesactional pature of
socialisation, to adopt a genetal penapective akin 1o those of sodial-
fearning theodisty wha see the child’s cumulative vognitiona as a
combination of socially derived  enxperignees reaponded 1o idio-
ayncratically. It would also scen reasonable 1o condude that high-
achieverent-oricnted behaviour, or the converse, ia certainly anociated
with and s in part determined by certain factons gooted in the child's
socialisation; that is, by what one may call*positive® aell-concepls, arby
self-congepts such as self-attnbution of fow ability and of things beyond
personid contral, As Ktz has said, the child can well be fsocialised 1o
impose failuge upon himaclt”.? Thisleads onctoash the question, what
arc the parnculatly crucial learned atnbutes which are dn{ml from
catly cxpetiences and how are they immical o helpful 1o school
achievement? Some of the answers may be found certain fickds of
social-paychological rescach and witing and itis to thesg that Chapter
7 is addressed. Peter Drucker once winte that by the time a child has
reached the age of 4 or 8, he has ‘been conditiongd to woth; o o work iy
an extemsion of personality. 1 is achievement. Jtis one of the ways
which n person defines himsell or hetsell, measures his worth and has
humamty”. ' '

NOTES AND RIDIRINCES CHAFUIR S
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pp. 14-13.
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Chapter 6
Constraints’on the Curriculum:
Social-Psychological Issues

Attractive though it is, telling other people what to do is fraught with
difficulty. As most parents, espccrally those of sensitive adolescents, will
confirm, knowing how to say itas well as what to say are both factors
ncqulrlng judgement and * skill. “ Schooling is concerned with
communicating what society deems ought to be known. It consists;in .
part, of telling other people what todo and how to do it. It is concerned
among other things with making chosen aspects of the culture tangible
and meaningful to those who become the future citizens and creators of
the culture. The main purpose of schooling is to ‘exchange ideas, -
resources and people through a network of communication systems.
The curriculum ‘as taught is an example of such a communication

_ system”.! But, as everyone knows, schooling is also used as a form of ’

social control, of distribution of life chances. Added to which, as’
Silberman said, the teacheris concerned with much that does notexistin
hard concrete forms; with procedures, with attitudes and feelings which
act as,mediators in the moving and changing process of socialisation.?
*Curriculum studies’, therefore, thatloose area of interest to the teacher-
trainer and researcher, rather than to the teacher himself, tends to be as
wide and diffuse an area of study as'education itself,

The diffuseness of curriculum studies and of curriculum ‘theory’ is
probably ‘matched by the diffuseness of social psychology. Social -

‘psychology seems to focus on those gaps, those interstices between

indwidual psych ology and social systems. It may be approached from a
variety of sociological'viewpoints, from psychodynamic or behavioural-
psychological ones, from almost any.background discipline from-
literature to medicine. It frequently is. Additionally, there is so muchin

. psychology and social psychology which is part mythand part reality,so
_much which is not amenable to disciplined validation, that to take a

*social-psychological perspective’ of the curriculum may be no more
than to assert that on¢ wishes to take a particularly human and inter-
active view of what is taught in school. i
To study the curriculum currently fashionable in schools one clearly
needs some:sort of framework for description and analysis. In my
opinion the best framework does not lie with those terms and concepts
employed iri earlier days by Thompson, Bloom, Tyler, or Eisner.
Indeed, some years ago, Sockett,? Pring* and Shlpman5 made it clear

that the dominance of ‘behavioral’ objectlbves approaches to the
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curriculum appeared to be on the wane (though there scemed little
evidence of this in North America in 1979) and that any such
" behaviournl ‘models’ tended to rest on ‘methodological behaviourism®,
with its concomitant restrictions, absurdities and ‘implications of n
verification theory for testing the learner’s behavior and measuring i’.¢
While not wishing to disposc of aims and objectives altogether;. and
bearing in mind that we inherit or absorb many of these prior to our
entry into the profession, let alone the classroom, I would suggest that
the curriculum as a who! is best perceived as an’ educationist’s
blucprint for human development. This blueprint is not only bound up
with questions of socialisation and of the validity of certain sorts of
knowledge, it is directly intcrpreted by someone other than its designer.
Furthe rmore, in passing it on, the transaction itsclf frequently overrides
the content. It has been said, : T

Even when the teacher acts like a broadcasting station, it is doubtful
that all pupilsare tuncd in. A more plausible model is that the teacher
is communicating with different individuals for brief sporadic

periods and that these pupils are responding to other stimuli the rest

of the time.”

Hence, any curriculum, while conceived in terms of roundness or
balance, in terms of width or of depth, is unlikely toarrive attheearsand
cyes of the beholder in any such complete manner. The socialisation of
the young is not.a one-way process - and education as part of sociali-

. sation is interpreted, selected from, adjusted toand internalised in terms

of the expericnce of the lcarner. Thus, in emphasising the transactional
‘nature of education, one is being both realistic and acknowledging that

the social psychologist may have something to contribute to discussions

~ of the curriculum. To emphasise the transactional nature ofeducation is
to recognise, to change the axiom, that one not only teaches some thing
but somebody; that a curriculum arises from a history of perceptions of
child-rearing and of our culture; that it operates within particular

institutions which have real people as staff; that it takes place with

today’s children not yesterday’s; thatitis institutionalised and ritualised
as an artefact of the culture. ) )

ACTUALITY

Much of what is taught in schools may strike one as hardly worth
knowing as a child, let alone as an adult. Once, when I was a sixth-
former, one of my friends studying economics estimated that 90 percent
of what he was learning and had been learning over the past two years,
was either out of date, in strict utilitarian terms, or was related to the

immediate goal. of examination-passing, of certification rather than
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education. Now, of course, he could have been wrong ~ and children’s
views of what is useful are not the only criteria to employ by nny means,
Indeed, I would wish to assert strongly that a curriculum should always
Include opportunity to study the useless, as well as the useful,

Muany people take an extremely ‘mecans-to-ends’ view of the
curriculum. They see the curriculum in the same way that they view an
assembly-line process in a factory. They apply the same criteria, Does
the ‘product’ sell; is it good value for money? They take the view that
cducation is of little or no value in itself. It leads somewhere; it gets you
something. It makes you richer, you gam ‘prestige, or it (at very least?)
meets an expressed socictal need. If it does not meet any of these
requirements, you scrap it. Such'views are often *heady’ and persuasive
stuff, Moreover, they fall into place with many an adolescent’s views of
relevance (and, perhaps, are not that incongruent with an adult's,
cither); of themsclves they can lend great weight in the shaping of a
curriculum. But of themselves they can so easily become nmtcrialistic,
shallow and miseducative. In actuality. what happens is that the

enrriculum in most schools represents at best an uneasy compromisc -

between the ‘cultural repository®, some considerable traditional and
ritualistic . time-filling, utilitarian possibility (surprisingly little) and
whalt one might term idiosyncrutic tcachcr-originatcd academic hobbies.

The teacher walking into his classroom is usually credited with
knowing what ideas he hopes to deal with in the ensuing session. If he is
an cxperienced teacher, he will probably be acutely aware of the

problems and pitfalls likcly'to occur in the sequencing of his ideas. He -

will be aware of the need to be monitoring constantly theresponse of his
pupils, in order that he may alter and modify the level and conceptual
*match’ of his material. But as an experienced teacher he will be well
aware that the shaping of much of the curriculum lics outside his hands.
There are constraints upon him, upon his presentation and upon his
pupils’ reception of his ideas. No matter how varied his pedagogical style,
how attractive the packaging of his knowledge, the content will be to a
large extent determined by many factors totally beyond his control. For
instance, the knowledge he deals in will clearly be, at least in part, a
portion of some existing cultural repository. It will have been shaped,
altered, explored and redefined by many minds and many social
processes. Neither a particular subject, nor the total school curriculum,

‘just happens. Both depend upon a complex mixture of factors which

interact.in any given society. Those factors which influence the teacher’s

. transactions with his or her pupils can be thought of simplistically in

terms of relative immediacy in impact or of distance. Mr Jones, in‘'teaching
classics on a Friday afternoon to aclass of bored 15-year-olds isikely to
be most -immediately concerned with holding their attention by
convincing them of the utility of the subject or simply of theimportance

- of *meal-tickets’ seen in terms of examinations passed. He may wish to

e
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focus cnthusiasm and encourage interest in ‘westhetic form for its own

sake = but unless he s extremely lucky, the immedinte constraints will
dominate, and gims will be interpreted in terms of pragmatic

consideration, rather than in terms of long-term learning, Additionally,

and as is well known, any school curriculum as a whole will haye been

subjected to  manipulation and reshaping as socially validated

knowledge, Mr Jones's Latin lessons, while still regarded by some as

useful bases for further education, will for the most patt be disregarded

and sometimes only endured in terms of relevant professional entry or

access to further education. In short, his Latin lessons may well be

considered by pupils, as well,as by socicty & ‘large, as having less
immediate or obvious validity than, say, physis or mathematics,
especially since the apparent instrumental use of the subject matter
usually has some considerable bearing upon attitudes adopted towards
that subject. ‘

T would contend that any.carriculum has to combine hard-nosed
analysis (in terms of bothsocictal tradition and relevance) with utopian
imagination. Indeed, at its most fundamental it is preciscly the balance
between those two extremes which is at the heart of most statements of
cducational aims. It is this balance, too, which in non-authoritarian
socicties can so depend upon teacher skills and imagination. As
Shipman has said, cventually the curriculum consists of
‘accommodation and compromisc, a mixture of horse trading and horse
sensc’.® And, as a large nnmber of educationists have pointed out, even
where there is substantial agreement on the core of 'teachable units' in a
given curriculum, those elements taught arc as much affected by the
interaction (the transaction between teacher and taught) as they arc by
the actual content. Furthermore, there are additional complications,
Any system of schooling is embedded in a system of beliefs and values.
When such a system is notin harmony with beliefs and values of the child-
ren, or at least able to draw upon some of their concerns, the curriculum is
in danger of becoming less effective, and at worst almost useless. Thus,
knowledge of the values and attitudes of the children, while not the only
information to be heeded, has long been considered essential if one isto -
plan an effective curriculum. : T

One of the more curious imbalances in curriculum studies which one
might notice over recent years is the tendency for the field to become
dominated by sociologists and administrators, [The recent thirty or so
Opén University units on the curticulum reflected this domination.’
Only about 5 per cent of the contributions emphasised psychological
issues.] To understand the curriculum, one must assuredly look at the
surrounding cultural, economic and ideological circumstances; but one
must also look at the ‘recipients’ and ‘actors’*in the learning process. In
1946 Jersild was attempting to apply some of the findings of human
development and developmental psychology to specific curriculum
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problems, ' Indeed, whon one makes even the most siniplistic analysis of
# curriculum in texms of content, it is realised that, for all the many and
complex analyses of what, It is the when (In terms of human
development) which has often been the most fruitful of guides for
teachers, Let us examine this in more detail.

Many discussions of the school curriculum hinge upon three closcly
irterrclited questions. Some writers linve seen them as a sort of
education ‘trinity’ (Figures 6.1). Cleatly, the *what' Is extremicly complex.

(1) lovel
A -
What\ (2) level

‘B »C
When i How

Figurc 6.1 Three closely interrelated questions — the education “trinity’,

Morcover, it is commonly discussed at two quite fundamentally
different levels. Level A(l) concerns the culture as a whole. Such
discussion usually includes-the purpose of schooling, the role of the
school and of the teacher in a given soclcty and (often) perspectives,
both political and ideological, of that society’s structure. Textbooks
abound in this field; some with an avowedly political flavour, such as

" Dale; '?some morc obviously neutralin tone, such as Lawton or Kelly;!?

some truly scminal in my opinion, such as Warnock." But such books,
while often extremely stimulating, tend in my cxperience to have little
effect upon thosc engaged at the ‘chalk face’. This may be a pity, but the
practmoncrsarc more concerned with level A(2), thatis, with the ‘what’,
in terms of the content of a particular programme or series of
programmesin a given type of school. This level is more often dealt with
by administrators, learning theorists, subject specialists and curriculum
theorists. ‘Recipe’ books abound and appear to be well used.'* While
there is an obvious interrelationship between A(l) and A(2), as
demonstrated for example in Nycrere's famous paper'® or in
Bronfenhgenner's Two Worlds of Childhood,"'’ practising teachers can
rarely affordthe luxury of dwelling fortoolongon such connections and
tend to move rapidly from content to questions concerning the right
timing for the child, the ‘when’ of the curriculum process. The ‘when’ is
generally  discussed in terms of developmental. characteristics, but -
inevitably has overtones of both ‘what’ and *how’. Indeed, for many
teachers of young children this has become the central feature of their
curriculum-planning, often providing in limited terms rationale and

i ‘,15 9
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justificatlon  for  bath  content, and  transaction.  “Fraditlonally,

sychologists have had a considernble amount to conttibute here and
wve attempted to identify key Issues, Pvuns und others' have described
such issucs in terms of (four) subcategories roughly as follows:

BL)in  terms of sequences of stages of human behaviour and learning.
Very differently oriented psychologists have a lot to say here,
Indeed, it might be regarded as fhe most fruitful strand in
currlculum theory. Ity elfects on content have been considerable,
One has only to think of Plaget, Kohlberg, Erikson, or Druner to
identify theories of child learning andsocialisationwhich appearto

* have had a direct cffect upon the curriculum (Nuﬂicl(r aths,
Science 5-13, Middle Years Project, Henlth Education Project,
Ypsilanti Language Curriculum,MACOS and Nachalot Project, to
mention but &t few). Clearly, many such curricular puckages or
‘proposals have been bascd on theories of hwman development
currently . fashionable and employed as blucprints by the
curriculum architects. :

B(2)in terms of the ldentification of certain learning  strategies,
that is, in terms of those theories relating the cognitive style of the
learner to what is being learned. Notions of timing are not so
appropriate here, but tend to be cmployed as a part of the total
explanation, sometimes  again in terms of developmental

“sequences. Though one mayfind evidencetosuggest aconsiderable
amount of research work in this area, I would assert that there has
been little direct spin-off for the curriculum as yet. :

B(3)in terms of timing related to the transaction, in respect of sustaining
motivation and enhancing feedback. There is much diverse work by

. * psychologists here. Principal among the theorists have been

" behaviourists, but also very differently oricnted social
psychologists, and some psychodynamically oriented
educationists, notably Morris.'* Here, some of the Schools Council
English/humanities work is also relevant; and several English
local education authorities have concentrated on the issue within
their revised .systems of diagnosis and recording in the primary
school (currently of the profile or log type). * *

B(4) isolating developmental sequences of hierarchies wiRin the structure
of the subject. discipline, or area to be learned. Gagné® is onc of the
noted theorists here. His ideas concerning task analysis—taxonomy
approaches to instruction (and it should be cmphasised that Gagné
sces instruction as only one aspect of education) centre upon the
arrangement of conditions which facilitate learning in terms of
both vertical and lateral transfer. There are other theorists
(particularly in the USA) who hold that task analysis yields
suggestions concerning the appropriate sequencing and structuring
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of the muteriul to be leamed, An Giagné has poiated out, this is ne
new ddea. Ity bases go buck 10 Herbast and easlier, Itivan eclectic
theory drawing on woth as diverse as that of Thorndike, Piaget and
Pavlov,

‘Closcly connectad with the "what® and the *when' is the question of
*how' one citrries out the transactions with the child, ‘This does, of
course, throw one back 10 comiderntions ol the child's Jevels of
cognitive development myd sophistication. But it also opens up other
importuntmens for discugsion, I the lastresort it may be that what the
teacher teaches is Mimsolf, rther than his subject. This is an agea of
growing importance in th study of the curriculum, Teaching methods,
tictics and “styles' which appear suitable at one stuge may not
necessarity be suitable at the next. In this respect it may styike one as
somewhat strange t {nl. in England, one is quite likely to observe young
children choosing/organising and selecting their learning experiences
and sometimes evén the material tp be employed, while at secondary and
higher® levels (I/'d;lclic exposition and Hmited student choice are often
the order of the day, Overall this is an aspect of the curriculum where re-
latlonships umj/lhc quality of the transactions are coming more and more
under scrutiny, an area wlhere mutality (10 nse Morris’s term) has become n
major n:nlcrc7f to curricuhnm theorists and educationists in general,

Often the/most fundamental question of allin the curriculum - *‘why?'
- i left ungsked and unanswered. Notably itis omitted in most oflicinl
pronouncéments, because it is so difficult'to answer. Why teach this or
that? Why have this content as opposed to that? Why use this timing as
opposc/ to that? Why adopt this method as opposed to that?
Furthetmorec, the ‘why’ of the curriculum underscores one of the major
confli¢ts in rationale for cducation in terms of both content, and
mectlyod. This conflict is perhaps best set out as follows:

Zducalion. and hence by implication the curriculum, is primarily
concerned with preparing children for the future socicty. As such the
momentary needs and interests of children must reccive secondary
consideration to socictal nceds. Put in its extreme form, as Stalin is
reported to have said to H. G. Wells, education is a *‘weapon’ and
teachers hold the front-linc in the battle for the mind and thus for the
support of a certain sort of socictal structure. Clearly, the linc
between indoctrination and education becomes very tenuous here. It
is hard not tosec the force of such views when reading the educational |
pronouncments of developing nations, or even when reading, for—""
instance, the preambles to English Education Acts.-

Opposing such a perspective arc those who belicve that education
should be based on the immediate neceds and interests of children,
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that i3, that subsequent teapousibilities and socictal needs should be
aubosdinated fo the child'sneeds. They argue that, fos the cutricnlim
(o be eltective, bath content did transaction muat be intune with the
potentialities vt the individual.
Clearly, the litat view in it eatteme form niderlies a cugiiculim based
upon an analysls of what a socicty requires genesally in otder to aucceed
or to provide for (ideologically or ceonomically) ‘satislactory® adult
roles. Such views may be, though ate by no mcans always, concomitant
with overt politicisation, Sometimes, a3 is the case of Freire’s methods In
Braril in the eatly 19603, education and particular curricuba are used ny
tools for the expansion of political consciousness, for what reire
termed ‘concientizacao’ or ‘comciousness raiving’. (Strexs upon group
identity, attegiance and duty are, however, The most usual forms of
politicisation; see Bronfenbrenner.)

“The secomd view is based upon the assumption that a ‘Tull' and
‘complete’ daily existence during chitdhood is the best insurance for
successful adulthood (a view with which [ have some sympathy; and one
which gains a measure of support from various branches of prychology
and even from biography). Great problems lic beneath such child-
centred assumptions, however. What are the real *needs’ of children?
Who assesses them? How are they perceived? Tu all, and putting aside
the bulk of curriculum theory, any practical consideration of the socials
psychological constrrints upon the curriculutm woukd lead meto believe
that the prime influences upon the curriculumare those shown in Figure 6.2, |

In England, and to some extent in North Ametica, it would scem that
primary/clementary schools have, by and large, been fairly successfulin
‘handling constraints 1 and 5 in the figure. This is partly because such
schools are relatively small and intimate (the average English urban
printary school has about ten staff members); partly it isan outcome of
the long traditions of non-specialist and polymathic teaching in such
schools. Both factors have contributed to less parochialism over

£ L) . ' .
: Mwndual‘a reas of the curriculum than is usually possible at later, more
{ f’ycialiscd stages of education. In such small schools the com-

__nfunication structurc is much more informal than in secondary schools.
If decisions concerning changes in pedagogy, style and content are
required, these can be cffected quickly and simply. Different class
groupings, tecam teaching, the sharing of common core ‘subject’
concerns, all combine to produce less protective attitudes on the part of
the teachers towards each particular subject inthe curriculum. Addedto
this ‘looser framing™? are what many infant and kindergarten teachers
would describe as the *facts of life’, that children come 10 reception
classes or first grades at such obviously diverse ability levels within a
given curricutum. All this invites and indeed compels the primary
teacher to concentrate continually upon the facilitation of differential
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Figure 6.2 Prime influences upon the curriculum,

access to the curriculum for different children within the same class or
group. Additionally, and especially in English primary schoody,
traditions of ‘learning alongside the,child’ affect the role of the teacher,
so that his or her position is not solely that of the.'fountuin-head’
sprinkling cach'child equally, nor that of the “expert’ whose expertise
would be diminished by exploration or admissions,.of uncertainty.
Rather, the primary teacher's talents, as Wilson?' put it, are spread
pretty thinly and modern teaching styles tendyonstantly to reinforce his
awareness of width and shallowness rather tin of depth. '

It could be said, however, that primary Schools have not done
particularly well in respect of those constrain® numbered’2 and 3.

(Igure 6.2). Frequently there has been weak ot Ineffective analysis of

the discipline or knowledge area being taught. There have been some
suggestions, too, that certain aspects of the curriculum are not as
systematically developed as they might be - mathematics, science and
history being commonly cited especially in respect of the more able
child.? Some general concern has been expressed as to whether modern
methods, such as integrated-day approaches, ensure sufficient develop-
ment of the core curriculum; and in mathematics in particular there isa
little evidence, from Land's carly work to the more recent work of

\
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Gitiiiths and pethaps of the AP that the subject da ot pastis wlasty
well handled s the primary avhools. Often, toa, alina amd ubjeciiveaare
enpiesacd o vague and gencial terma aih that transtativg and
unndetatanding of them by the public i gespestof the day “o-day ‘eyatein
maintenance’ of the school beconiws well nigh impossihle Revently
many local education authaities in Fogland have atititedd working
patticy looking intu g ore catelil analysia and evaluation i tenina ul
comtraints 1, 2and §, and cumualative cote subject pratilea fas thilktien
are altcady shaping the cutricnlun e ditectly. The DS Assesament
of Petformuance Unit s Jikewihe seriomaly o upied innguiting into the
Teanibility of more carelul guidance and monitoring of the uriculum
from thie ntiddle yean of childhoat on. Additionally, andes from one
atege Lo another hay come pnder tepeated scruting, and svme suggest
that one of the prime aims of the prumary and elementary schoulammat
be to enaure that therr curriculs form a B basia for the dext atage.
Ariculation of the cnnwulum, therefore, bevomes Df dominam
coneern, -
Education for children past pubetty has, i both lftlgli;“l'n‘t and Noith
Ametica, cmphasned a gradually mcreasing speaialinnt®®
approach, Comequently such traditions, when combined with greater
specialing knowledge of the teachens, the nearness of school-leaving
examinations, those publicly accountable “meal-tichets’™ i most
advanced technological societies, have led 1o preater auceess an the
curticulum. when dealing with constunnts 2 and 3 (Figute 6.2).
However, in my limited expenicnee in a variety of countaies (the USA,
Canada. the UK, Spain and Australia) secondary stages ol education |
have been woefully weak in catening for ditferential access to the
curriculum. *Rolling' timetables - vanable time/subject comnutments,
free choice and curricular *width' - are not conymon expericnces for the
13-16-ycar-old adolescent. Freguently, such a child s il “prouped’,
setl', or “streamed’ according to ability, or according to a resticted
choice of specialisation and combination of subjects, Indeed, in the Large
comprechensive, collegiate, or high schouol there are nuny factors
operating within the organisation which make curriculum flexibility and
differential access almost impossible to achieve, Communication
structures become channelled and hicrarchised, traditions and subject
validation harden and most children sit through identical portions or
*gobbets'?? of the subject. The entering characteristics of the many
children, initially from different primary institutions, cannot be catered
for, except in the crudest of groupings. Thosé Otwwho are familiar with
the problems of resource and remedial teachers, with the difficultics
which teachers of new subject arcas (such as social studics or consumer
cdu.c:uinu) have, are well aware that introduction of a different aspectof
the curriculum into an already frozen, crowded and competitive
situation may well lead to despair and conflict among the staff. (One
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might of course, sce the current declmc in school populallon asan

‘opportunity for-greater diversification, for dual-subject trammg of staff

.- and for institutionalising a greater ﬂcXIblllty)

Kl

Those omnibus features grouped under constraint 4 (Figure 6.2) sull
need a great deal more research before even the crudest of
generallsatlons can be made about the-effect upon the curriculum,
. Mutuality, concern, involvement, charisma, ‘styles’ and approaches, all
affect the classroom climate to a great extent. We know that they canbe
|mp0rtant "but to what degrec and in what context we know less. There -
is a long tradition of research in this area, but little conclusive to report, '
.beyond the rather trite reiteration that, in the last resort, what the
teacher teaches is as much himself as the subject. It is interesting to note
that, after a period of apparent disenchantment with psychodynamics, . |

- ego-psychology and humanistic psychology, some college courses which

" I'have examined in England and some observedin North America, are
beginning to-focus on the models of healthy ‘personality as discussed in

. the theories of Allport, Maslow, Rogers,, Fromm, and others. Maslow’s

" theories, "in particular, seem to form a quite prominent part of
educational and social-psychology courses for teachers. Perhaps, too,
more teachers are at least minimally aware of the work of Coopersmith,
.Gordon and Gergen," and possibly of B.osenlhal and Jacobson.? If the

, selfconceths asimportant as such writers would have us believe; then it

clearly has great implication for learmng and forcumculum-plannmg
If children develop the self concept through intéraction with those
_around them, they need teachers who are capable of understanding and
percelvmg both the child’s and the teacher’s views of the world. Clearly,
-a- major aim in any curriculum construction should- be to provide
chances of success for the child. How can a child feel able unless he

o

'sti!:ceeds? How will he, go on learning in the face of repeated failure?

r . ! q

A NOTE ON EVALUATION -

Evaluallon could not normally be considered asa socnal-psychologlcal‘

“- constraint, yet its' modes and vehicles of employment are often such. It -

“does not easily fit under any one label in the diagram; yet is implied in.
much that has been said and is an integral part of constraints 1,-2.and 3
(Flgure 6.2); and often present'in a variety of subtle ways in those °
constramts numbered 4 and 5. Unfortunately, itis most often thought of -
in. terms of aims and objectives only, of ultimate’ certification for
*advancement in life, the ‘meal-tickets’ as they have been termed. In fact,
.our. knowledg'é of, familiarity with and ready access to means of .
dlagnosmg the entering characteristics of the learners in the classroom{v'
are remarkably spal;sc:,,;!s ost: teachers have anly minimal facility, wnth
fotrms of., dlagnosnc*,. atlon, many do not understand th®m ‘€ven
T
where . materlals 5’1{@3‘% le, and our knowledg i;of‘the‘.preC|se skills .




Q

ERIC

Aruitoxt provided by Eic:

* "' 168/ Children anid Schooling .

fer 7 . .l . B
; nEcesyary and the problems encountered cven in, say, reading primersis

surprisingly limited. :

In general it would seem that evaluation is taken to mean: how far
“along thetoad’ have your children travelled, and how do they compare
with one another, and in terms of everyone elsc of the same age. The

. dictionary definition excmplifies these two different aspects very clearly,

since it gives evaluation as a skill tote acquired and as an assessment

" procedure. For Tylerinthe carlier days of curriculum theory, evaluation .

was a measure of behavioural change, the realisation of objectivesand
the detection of any discrepancies.’® But, according to Lawton and

. Kelly, such approaches were, by and large and despite the large

number-of well-funded attempts which followed them, considered to be
[failures. Whether this was because there- were intrinsic weaknesses in
such carly behavioural approaches (as 1 believe), or whether it was
because of changing and competing ideologies in edycation is difficultto
ascertain. Certainly, changes.in the climate of education, notably the
partial shift from subject-based approaches to more fluid, child-based

* approaches must have had somg}effect.;,Regarding the child as an-

r dtional process, rather than focusing
solely upon the body of knowledge concerned, - necessitates less
empirical means of assessment. Harlen summarises this shift very clearly

important centre of the whole educ

> wheh she says, ‘Evaluation must be concerned not.-only with the

characteristics, variables and processes relating to.the class as a whole,
but also with individuals, each with-his own set of abilities, preferences, ”
styles of learning, attitudes, interests and past experiences‘..32 The new
mode of evaluation epitomised in this statement is nowadays usually-
described as ‘ill uminative’ and appagently more'clearly related torecent
- knowledge on classroom interactlo_n.” “This aims for. description,
interpretation ‘and understanding of what is_going on and its main
protagonists seem to be MacDonald, and Parlett and Hamilton.**
 MacDonald, for instance, concentrates on the political aspects of

7 evaluation, seeing, like many currgnt writers, evaluation as ‘embroiled

in- the action, built into a political process which concerns the

.- distribution of power’.*$ Parlett and Hamilton advocate small sample

“studies for evaluation which would take into account the wider context’
in which the educational programme functions;, and feedback and
communication of results woqldneed to be speedy enough to inform
_action as well as be accessible and intelligible to a variety of audiences.
Any report to the teacher has to be expressed in practical terms, they
suggest, and not full of confusing theoretical concepts.” - v
As was said earlier in respéct of the Open University curriculum
course, there has been a, tendency .for curriculum theorists, and
especially Some of the writings of the new evaluators, to adopt a*

sociological framework. But they do not always appear too concerned

to adhere to the rigours of their professed discipline. Parsons, in
R . \ - et i ,“"‘I R i P . - , . )

h
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particular, is critical of the parallels drawn between their own activities -
-and the research of Becker, Cicourel er al, in the USA, who have adopted

more conventional proccdurcs and higher mcthodologlcul standards,
He suggests that insufficient attention has been given to the nced for
carcfully traincd cvaluators, who are able and experienced enough to

" build up and interpret explanatory models of tht curriculum and the
"associated interchange. Parsons certainly advocates caution in the

adoption of the ideasand models of the new evaluators. Like Stenhouse,

‘he appear$ concerned by the lick of clarity of criteria for assessment.

" Stenhouse provides five clear criteria for estimation of the curriculum,

Questions nced to be asked concerning meaning, potential, interest,
conditionality and elucidation. Such griteria, if employcd rigorously he
says, would help to overcome the madequacnesm herent in new modes of
evaluation. '

Basically what one is observmg both in discussion in journals, and in

" the practlcal debates by groups of teachers and advisers concerned with

’

forming more definitive instructions on evaluation within each English
local authority, are attempts to. resolve the conflicts between goal-free
versus goal-based assessment. The ‘Great Debate’, the establishment of
certain lnmatlves by local advisers and by HMIs, the devising of mass-
systems of testing (particularly at primary levels, and after a substantial

period of minimal attention to recording systems) and the research of
_the DES Assessment of Performance Unit, areall part and parcel of the

current climate. Cléarly, whichever perspective is adopted, evaluation is
an ongoing process which itself reflects the changing ideologies

prevalent in society. Sockett has defined this process quite clearly and

-

stated the essential components as appraisal; judgements made in light of
(agreed) criteria; criteria appropriate to particular contexts; and contexts
embodying human, purposes, thus " the evaluation informs decision-
makmg 3 Inevitably, evaluations at the different levels of educational
institution are bound by the hlstory and context of those particular

‘lnstltutlons Elementary and prlmary schools are 'not normally

embedded in processes of Certificatiop affecting job opportunity, and
the’social and cultural constraints on the secondary- or hlgh-school

curriculum are, above all, allied t6 questions of comparability and-

certification for life in the adult world outside. Schooling, say many, is
the major vehicle for fitting people into,the hierarchy and order of a
specified economic and political structure. Evaluation is a central
feature in a curriculum dependent upon ‘selection, definlng culture and
rules, and teaching certain cognitive skills’.”’

In all, any social-psychological perspective must serve to remind us of
the context and process of interaction, of the competing forces in the

- socialising of the child, must emphasnse again and agaln that school is

compulsory institutionalisation of a particular type in which the scales
of measurement and evaluatlon are ever-present. But socialisation is

.
.
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ilb()tlfl i dtituides, feelings and emotions of the person, as wellas about
Jiisgcognitive construction of the world. Socialisation tends towards
!eqifservation and the confirmation of existing norms, values and social
roles; mercifully education is more creative, in that people do imagine,
create, expand and develop new ideas about the. world and about
themselves. Learning, and hence the curriculum, i$ not merely the
process of apsorbing and storing facts, or of secing how one performsin
relation Yo nother, it is about human development, too. Itis about the.
development of the learncrs as persons. Thus, onc returns to the crucial
feature in any social-psychological consideration of the curriculum, that
particular-learner, his or her cntering characteristics, feclings, per-
ceptions and models of the world. Knowledge transmitted is not just
knowledge received. To imagine so is to commit the most gross tcaching
blunder. To undertake transmission, without reflecting on and
attempting to ascertain the perceptions of the learner, is to engage in
insensitive (and certainly incomplete) forms of curriculum-planning.
Object and perception -are not nccessarily congruent. The entering
characteristics of the learners are vital ingredients, possibly the most
vital ingredients, in the production of meaningful, well-matched, well-
designed school lcarning.® s .
Lastly, it is as well to remember that the experienced teachermaybea
more subtle cvaluator, and possibly more accurate ong, than many
‘objective’ forms of group cvaluation commonly employed:

Discussing the results of-an IQ test administered to her class, Ms Allen
disputed two-thirds of the scores. In almost every case she claimed

" that the child in question was considerably brighter than his score
indicated, his poor performance being attributable to the group
setting, to inexperience with test procedures, to’poor motor control,
to perfectionist standards, and so on. For Ms Allen none of the
children in her class [was] intellectually deficient . . . [tests and
evaluation of that sort] . . . she felt were insidious ways of labelling .
children as inferior and oftén served to bring about the kind of
negative self-fulfilling prophecy that she sought to eliminate from her
own -relationships with children.”

' -

NOTES AND REFERENCES: CHAPTER 6 \ ’
This chapter is an extended, modified version of a paper which first
appearcd in Katz, L. er al. (eds), Cyrrent Topics in Early Childhood
Education. Vol: 3 (Norwood; Ablex, 1980). pp. 139-50. .

1 Skilbeck, M., appendix, A, in Walton, J., and Walton, J. (eds), Rational Curriculum .
- Planning (London: Ward Lock, 1976). pp. 154-66. :
2 Silberman, C. E., Crisis in the Classroom (New York: Random House, 1970).
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It has always struckme a

ather curious that curriculum ‘theory’ for the most part
éihan institutions of further and higher education. Is this
part of the tradition that teachers of students over the age of 18 need no pedagogical
training. while teachers of young children and adolescents do?
Bernstein, B., 'On the classification and framing of educational knowledge’, in
Young, M. F.D. (¢d.), Knowledge and Control (New York: Collier Macmillan, 1971),
pp. 47-69. ' )
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10 the cxtent that it succeeds!” (p. 78). Sce also, Brophy, J., 'Interactions between
learner characteristics and optimal instruction®, in Bar-Tal, D., and Saxe, L.,
Social Psychology of Education (New York: Halstead Press, 1978). )

39 Carew,J., and Lightfoot, S. L., Beyond Bias: Perspectiveson Classrooms(Cambridge,
Mass.: Harvard University Press, 1979), p. 239.
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Chapter 7 / |

Self-Esteem and Social Learning

PURSONALITY AND SELE-ESTEEM: AN INTRODUCTION
Studies of personality are really studies about individual differences: the

-very core of psychology. (Each of us lias a limited appreciation of our

own personality.) Others may talk of it as attractive, complex, painfully
shy, morose, and so on. We may view ourselves generously or critically.
Rarely can we asscss our own personalities, and never do we really see

* ourselves as others sce us. So what is personality? It is, quuc simply, the

actual quality of being recognisably- human and unique. Dictionary
definitions usually stress that the term is used as signil"ying the tomlityof
a pcrqon s behaviour and cmotions, or the unique organlsatlon of the
person’s traits, dispositions, habits and feelings.

Whercas the ‘self” may be thought of as the recognition of onc's own
personality, it is in reality an abstraction that each person develops
about himself for herself. The ‘self’ is the perception one has of onc’s
attributes, qualitics (both intellectual and emotional), about one's
behaviour and one's physique. This abstraction is represented by the
term ‘mc’. ‘I’ recognises ‘me’ as unique. The concept ‘me’ is learned in
the course of development from a nco-natc to an adult. It is learned in
the course of events which cnable one to locate, measurc and compare
oneself with others, and it is self-refercnt, that is, it cannot be viewed as
objectively as ‘you' - the total personality = might be by others. Thus,
the sclf ‘and personality are not quite the same thing. Others may
appraise your personality, weign and compare its various facets witha
colder or a warmer eye than you. The self is an abstraction that is
sclective. Certain aspects will be valued in our own appraising more than
others. Certain people close to us as we grow (notably our parents and ‘
peers) will be more salient to and more formative of our emotions,
desires and intellect than others. The gradual growth of the personality
and of the ‘self* will be subject to strange chonccs odd elements of
selectivity. :

When one refers some thing, some behaviour, or some consistency
(imagined or real) of events to a particular origin or cause, one dscribes
or attributes an origin or source to the event or observation. In some
senses a. major component of one’s personality is an accretion of such
perceptions, since this is composed of'a whole history of remembered
inferences about self and others and the apparcnt consistencies or
inconsistencies which have led to inferral about ‘me’ and ‘them’, about
the relationship "of self to others. It is not possible to see thls in an -
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*others’ dimension only, since inferring another's Ill‘K{llVllli()ll.‘ll frowm his
_actions will at times, especially when that other Is highly signiticant in
the socialisation process, critically impinge on th ‘perceptions of one's
own behavionr and of its appropriateness in a glven context. It would
appear that in the carly stages of infancy there cin belittle awareness by
the individual of his own characteristics andt attributes, Tnitially, it
would seem the 'I' exists not only in relation to powerful others but
almost in extension, rather than In relation” Gradually, something like
the beginning of sclf-awarcness develops during the first year ol the
child’s life, during the sensdri-motor period; and the differentiation of
what is ‘me* from what is ‘not mie’ constitntes one of the first major steps
in the formation of the sell concept. There are, however, mujor
differences in the perspectives taken by psychologists, and definitions of
self and explanations of its devefopment are by no ineans consensual.
“The concept of self is often /Lri‘.cd to refer t h the process and the
reflexive content of conscious thinking," So sychologists, such as

N

Erikson,? have portrayed thé increasingly sensitive definitions of sclf

. almost as a serics of developmental goals for the individual. Successful

solution of conflicts in cach of his cight cpigenetic developmental stages
motivates the person upwards on the scale of maturity.® Aud clearly, this
is an extremely useful Avay of looking at the developing sclf. But all
delinitions of personglity and of the sclf are rather inclined to hover
between structure and change or process. By and large, those of
psychodynamic or/psychoanalytic background and inclination tend to
stress the organ‘is'ational integrity rather more than emphasising the
effects of stryttural variables, whercas thosc psychologists more
behavioural in approach concentrate on the effects of the person's
responses t6 changing situations. Definitions of personality reflecting

~ the necgssity for viewing the sclf as ‘stable yet changing' abound. A

classic“definition of personality is Allport's, ‘the dynamic organisation
within the individual of those psychophysical systems that determine his
charactdristic behaviour andthought®. A definition ‘for better or worse',
Allport callc_g‘;}},‘ and it is one which emphasised structure rather than
process. Y . : ,

" There are so many definitions of personality that even a: detailed
examination of some of the principal writings may leave one confused.
Is personality the result of learning throughout life? Of development and
constant modification? Or is it a relatively enduring display of those
principal traits and belicfs with which one has learned togreet the world
by the age of 77 ‘Personality’ is itself a major arca of study for
psychologists and personality psychologists generally work in areas of
mental health and adjustment. Not surprisingly, many are medically
trained and use dlinical techniques of analysis and therapy which rely.
(on the whole) more on fixed than fluid notions of personality. Such.a
paradox can be best explained by noting the emphasis placed by such

L
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clinlclans upon carly, formative nnd so-called *eritical’ periods of infant
learning and ndjustment, and in their attempts to uncover any of the
processes in such periods which may have cansed maladjustment. I[thas
been sald cartier that u vital, indeed central, part of one's personality is
that cluster of notions called the *self* or ‘self-concept’, and that the self-
concept refers to the way an individual sees himself’ or herself. One vital
uspect of that multi-fuceted self-concept, whiclrseems to ‘spill over®into
so mutch of the personality in general, is how one perceives one’s value.
How one values oueself in relation to others determines (in_part) one's
self:esteem or self-regard. The self-concept and self-esteem arg not the
sine. Self-esteem Nas been defined by Coopersmith as ‘the evaluation
which an individual makes and cutomarily maintains with regard to

himself: it expresses anattitude of approval or disapprovalandindicates
e extent to which the Individual believes himself to be capable,
* significant, successful and worthy™.* In short, your sclf-esteem is what

ou think you're worth, both in your eyes und those of others,

’ Scif-csteem, like many other characteristics of personality, scems to
be fixed at a fairly stable level by 7-10 years of age and, according to
Coopersmith and others, is from then on relatively consistent and
enduring.® But some writers (notably Erikson”) have maintained that
during adolescence, when the peer group is of great significance, a
person is able to experiment with new identitices, try out new roles and, in
a sense, re-establish his personality. This means that self-csteem can be
critically affected during that ‘psychological moratorium’, as Erikson
calls it. Coopersmith, in his study, decided that ‘popularity is not
associated with the subjective experience of esteemt’? but other
rescarchers have been more inclined to sce a relationship between peer
acceptance and self-esteem.’ particularly during adolescence. But, the
evidence is not that clear.'” and in general it seems that self-estcemasan
‘entity’ is modcrately scttled by puberty. Of considerable interest in
studies of sclf-csteem is another rather tenuous finding, that there
appears to be some relationship between low self-csteem and various
forms of maladaptation to socicty. Typical, in this respect, arc the
findings by McKinncy er al.,'* who noted that low sclf-respect and low
confidence corrclated fairly consistently with maladjustment and
delinquency in a group of children.

Levels of self-csteem tend to vary across activitics. While there may be
some global entity, ‘sclf-csteem’, which scems roughly stable, the
different elements which make it up are situationally specific. You may
be good at Scrabble, but poor at football, and the feedback from the
different situations will have an effect upon your own sclf-evaluation.
There arc, therefore, two major components to self-estecm, the
subjective (that is, the individual’s privat¢ evaluation of his general
worth) and the behavioural (the actual way the individual performs in
particular events, the observed bch'a.vi_.oilr). Thesc components can

- . J‘
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Figure 7,1 Self-esteem,

relate to euch other ina varicty of winys, as can be seen from Figure 7.1
According to Coopersmith, children ¢éxhibiting congruent components

- along dimension A are generally socially and academically suceessful

and (by definition) fairly content with themselves, Dimension B
represents the uverage child, a moderately content, moderate achiever,
Those children exhibiting congruence on dimension C tend to be
anxious and to display signs of distress concerning their lack of
academic and social success and ‘to accept the unhappy reality of their
inferiority'.! There is apparently little discrepancy between subjective
and behavioural assessments, and children exhibiting high tolow orlow
to high components are relatively rarcand may be anxious, disturbed, or
decidedly odd.

The principal burden of Coopersmith’s research was that self-csteem
had a marked effect upon the motivational patterns of schoolchildren.
From his work with both children and adults, he concluded thatsuccess
was normally assessed in terms of:

(1) power - the ability to influence and control others;

(2) significance - the attention, affection and acceptance of others;

(3) virtue - the adherence to certain valued moral and cthical standards;

(4) competence - successful performance in the face of demands for
achievement. -

His general conclusions fit into a stream of rescarch from the 1950s to the

present,'* almost all of it pointing out that it is the under- or low-
achiever who is most likely to express feclings of inadequacy or negative
attitudes towards self. Purkey haseven saiq that a host of studies clearly
verify that it is the successful student who is most likely to see himself
positively." In short, that the sclf-esteem of -the child in school is-a
crucial factor in his learning at all levels of success. Some have gone as

* far as to suggest that it has a predictive value for academic achievement

cqual to or better than measures of intelligence.'® But whereas a
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connection between low aell-eatecm nnd low achool pesfonnance seema
fuirly well estublished, that between high performance and
high evaluation of aclt scemny (despite Purkey's comment) a little less
sute, Positive self-evaluation scems a necessary but notsimply sufflclent
condition for successtul school learning.!’ Both Naylor 2 und Thomas '
have polnted out that the research findings tead inescapably to the view
that consistent ditferences in the self-concepts of children generally have
been found to exist between high and low academic nchievers, The
cavsal relationship of self-esteem to academic achicvement Is an
cxpecinly ditficult one to establish, however, The two scem to result
from complex sets of variables, and constantly to intluence each other

“through the various experiences of success and fuilure in school and

life.

There are many other related aspects. For instance, childien (und”
adulty) possess multiple selves which overlap and are setin particutar—-
circles of significant others. Fora child the copying of roles (role-tuking)
beconies un important avenue to learning more abont the self, and
opportunities for role-tuking are vital avemies to the gaining . of-
consensual knowledge about the self. There are also questions of .
consistency and congruence. These loom large in social psychology, but
here one may simply ask: what of consistency in objective and subjective
perceptions of self? If one’s self-cvaluation is low, would that imply thi
one would wish to have thatconfirmed by others? Atterall, dissonance is
difficult to deat with, There is also the process of rationalisation which
occurs to varying degrees in adults and children. I may dance clumsily,
but deny to myself and others the importance of this; thus the negative
behavioural feedback is perhaps not so critical as, say, when 1 fal at a
game of tennis, which means more to me. Then, too, one might consider
discrepancics between the self, as ascertained by sclf (that is, the sclf-
concept), and the sclf one would like to be (idcal self). Conflict here can
be damaging and impose psychological strain on the individual.
The relationship between anxicty and self-esteem is a curious one,
Scrious anxiety is consistently found to be a concomitant ol negative self
images. Yet it would appear that a certain degree of anxicty is neces-
sary for an individual to be fully motivated to give of his best (see
Chapter 5).

Clearly, human bchaviour is so complex that one should never try to-

’ explain it through the use of"a single concept. Buta great deal of rescarch ™

into human behaviour indicates the importance of considering both the
structural context, and those relatively stable sets or dispositions of the
individual which go to make up his or her personality. In the latter self-
cstcem appears to have a lot to offer to cducationists. All the evidence
points to well-adjusted children and adults cvaluating themselves
positively. One cannot help thinking that a principal goal of schooling
ought to be to assist pupils in this direction.

a
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ATTIIBUTION, CADSALIEY AND Loty oF CONTROL

In the larger contgat ol hman fearning one mightsay that gradually the,
perception of cawsality, a» u process of inferial, becomes patt ol the
growing child's understanding of” his woild, By certain pracesses we
attribute catises t Vinious events, Our atribution of canses may o play
not result in the perception of some aoit of unity -~ a genctatisation
(which may only be real’ tous) = which we thenemploy in the mcription
of further canses, The problem by, in part, the very circulurity ol sach
processes, I scehing to anwer 'why' questions tor which nnswers are
not inhierently obvious in the associated events, we may olten attribute
where we cannot obsetve, imposing i ‘rationale” or unity where none
existy; nndd one based upon aur subjective os personal needs rather than
events or the Intentions of . others. Having done sa, apparently
succensfully, we go on Some modicunt of 'succesy’, motern
of explaining things to ounclves satisfuctorily, gives uy u ‘working
model® whicl in truth leads to even greater assurednessinthe ascription
of catises, Too bad it they fit our perceptions rather than reality, Yet
here, 100, there arc prohlems; those perceptions are indeed onr reality
and they themselves become the powerful wellsprings of our behaviour,
and frequently the rationale for our course ofaction. Thisis not toimply
that attribution of cause is necessarily rational, nor will it necessarily
appear logically consistent. Qur judgenient will be  subject o
unconscious and to ego-defensive processes which may well disguise or
alter perception, »

All this may sound rather tedions, but it lies at the heart of what is
called attribution theory and is very closely connected with self-esteem,
For atribution theory is simply ‘the process by which an individual
interprets cvents as being caused by a particular part of a relatively
stable environment”,?® In short, man appears to need to understand his
environment and to interpret and catcgorise events which will make
sense to him. His interpretation (as in self-esteem in Coopersmith’s
diagram) depends on behavioural and on subjective components, :The
connections between self-esteem, attribution theory and social-learning
theory become clearer when one realises that attribution theory is
primarily concerned with attribution of causes to phenoinena in terms
of self-others relations, and with ‘models’ of asc ription learned insocial
situations. Further, lh.cymlional-cum-conditioning emphasis has links
with behaviourism, which are exposed in notions of the associative and
accumulative cffect of the experience which guides the person’s ‘rules’
concerning the making of attributions.?! By attributing causes toevents,’
and motives to people, the resulting system of cumulative cognitions

“may be pérceived as consistent with experience. *Verification’, however,

is entircly within the individual's perceptions of his expericnce, and as
such is not amenable to the objective testing which might be possible in
more- controlled surroundings. But the -cumulative cffects of these

BRYCH
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wactiptions on the penon's personality, unlike the dittivulty in
ascertaining the otiginal wotivatiobal Torve, van sametinies be e
clearly oberved,

Atttibution theory as such bay its origins in the wiitings of Heided!?
uid o, 19 has been stated, concetied with the ways in which people infer
the catves of behaviour, Meider's modelis of mansecktag to make ondes
ont of the chaos ground him, of nuon seeking the underlying causes of
eventy and mmaking, of attempting to make, some unity of his
perceptions, Many have tegarded attribution theary as 'a miive venion
ol paychology el 2 and itis clear that Heider saw his own work us i
putsiance of what he termed ‘commonsemse pychology', His own
theories wete strongly inflacneed by gestalt paychology, and by Kuit
Lewin in partoular, As Weinersays, Heidet's views ol the detenminants
of belavionr are “manilestly similar to the Lewinian statenient tlet
behavionr iv i function of the personand the envivonment: - P8 #

Heider saw internal und external forces combining in some way to
citune behaviour, More unpottant, he was concerned predonmantly
with pereeived camses of behiviour and with the comequences of
ditferential ascription of canse to internat or externul factons, The latter
wats not seen is invatiably dichotomised, bt rather as creating a unique
mix of cosal ascriptions which would themselves be subject to ditferent
levels of modification dependent upon that individual's perceptual
awatreness and experience. Clearly, that degree of perceprual awincness
would depend upon the antecedents of personal actiology in terms of
consistency in observation and experience, apparent accuracy ol
assexsment and ts axsocated reward (0f success).

Attribution theory is for the most part conched in psychologists!
terms, not in terms commonly employed in everyday Linguage*' As
such, like the attitude scales which inundate schools from time to time,at
may be concerned with manners ol description and conception alien to
those actually used by real people, even though the acts of attributing
are everyday, common expericnees. Jones has suggested that, broadly
speaking, attribution theory has penerated or assisted rescarch
characterised along the following lines:

(1) Tactors motivating the individual to seek causal explanation;

(2) factors affecting the choice of cause;
(3) the consequences of making one sort of causal attribution rather
than another®* 4 ’
VE Y

The causullj;d"c'rcn@ drawn by a person may wellinfluence subscquent
perceptions and, by implication, subscquent motivation and achicve-
ment behaviour, insuch a way as tocnhance or diminish the approach to
the subject associated with thosc inferences. De Charms has expressed
this rather differently by talking of attribution resulting in man seeing

177

Car



1RO/ Childeen and Nohanaling /

hitmaell asan origin' o s pawn’, saying, ' When a peraoni tecls thathe is
an Oaigin, his bebuviour stiould be chara tetiati ally differend rom hia
. behaviour whea he feela like a Pawn’ ! wiicrean a pawii fecls that things

are beyamd hia penaonal control, o that the powera that affedt his lite

testde i othets. Put simply, for exdumple, comitant capericnee of heing

tevionbsed may lead to an eapectation that one will go on being

tersotned; expeticnce of repreasion might leadtaaubniasive behaviour.

Peuple, so the theory Tung, come t\ generaline oneapedtany fo this or

that type of tieatment tosuch an exlent that iteventually pervadea theis

whale personality. 1 such people experience comtant domination and

lack af peraonal power, they become convinved that they are the lisery

of this world, the “pawns’ ta e De Charm's tenm, Lhetearcveryclose

ks between attibution theory and comtinets such as individual

feclings ol power/powctlennen, aelf-esteem and (as we shall see later)
perceptions of being intetnally or externally contiolled. o the person
concerned the perception of canse, wlile offering him 2onie degree of
cogmitive understanding and even of cognitive mastery, does not

necessanly imply that he feels he 1 becommng more tn control ol his bite-
span. s prlccpliuni;‘¢ﬂ cauality may, i lact, lead him to inferences
that he is less controbdhan he would wish, As alicady pointed out,such
inferences may involve ego-detensive mechanismy which safeguard him

m osome way, In particular, a penon may attntbute causahity to
apparently haphazard external soutces (huek, fate and chance) when

faced with his-own inability to circumvent or conttol courses of
action,

As it studies of self-esteem, 1t s possible to relate such comtiuets to
meisures of achievement motiviation; and the connection makes good
semse, since persons displaying high achievement motivation could be:
expected to approach arcas simifar to those in which there had been
previous success with a heightened sense of security. Such people would
infer that their previous success had been the result of high ability or
continued cffort. They would thus be more likely to select tasks
associated with such previous experiences and the cumulative.effect of
knowing that success or failure appeitred to be telated to their efforts or
ability _would contribute to their feelings of control over their
cnvironment, as well as over themselves. Evidence cited by Jones and
Goethals!® would seem to indicate that ability is pereeived, from fairly
carly on, as usually stable both in onceself and others, and that people
se2m Juick to base expectations upon perceptions of their own levels of

‘ abiligd as relatively fixed -personal attributes. In contrast, and of
copbiderable interest to educationists, cffort is nor viewed in quite the.
.&{{:1: way. For one thing, cffort is clearly (and usually consistently)
X (cwurdcd both in carly socialisation, and in later school experience. in -
‘ erms ‘which separate it from ability. The two. are by no mecans
. concamitant. The *trics hard despite low ability’ comment on school
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rcports is not wnthoulmcaning De Charms poscs the quesuon where
. does the concept of causytjon come from? For-instance, what mhde a 6-
year-old constantly blarhe everything but himself for his failures tp glue
a matchstick fence together?(‘lt s glitheir fault, isn’tit?* )Theans tfor .’
De Charins is that our knowledge of causatnon is itself denved fro L
knowlcdgc of. m ivatipn. T K
“.3*The: ﬁrat “cn se" that any of us know is ourselves When wr; A‘
motuvatcd we' Ciuise: things-to happen.”® Such a: wewpomt thas ﬁrr-
reachmg nmphcauohs ft_méans that, for: De_Charrs, mouvatnon\ps
prlmary and morg fundamemal than causatlon Morequver, it. involi'e& N
.one in the problems ‘associated  with the: valndauog\ff su%cgtn\;e NI
last.. -

‘knowledke, of knc‘wledge derived - from pnvate ‘experience. Ini
-resort all’ SOlentISt§“h8Ve to interpret their experiments throu
medium of their 6Wn consciousness. As such, no kn wledge ‘¢at
_‘objective’, buit the diffi cultfllei«m thexsystemlsaubn of g(penence$7 ,
that they can be both-commuhicated-and experienced personall?by -
. others, Not only, does acceptance of tg;::ggs_pej_hve pose problemgt
the suhjccuve-ob_)ecﬂvé knowledge inction, it also leads ~o,_" tos”" '
accept the fact that one may sometimes be employing someoddnot hns
in order to ‘tie, together regularities .in behaviour sequeﬁge\ss(laws), ”\, oy
. regardless of the particularicontent .of the béhaviour sequence u der eo
study.’® Both Rychlak and,De Charrgs would appear to share the v:éw
of motivation that ls\Wldely,acéepted at the presgnt time, namel vihat,
<'present ‘tHeories of personal motlvatlon are not y adet;uate to acce un
for complex hg,man behaviour. SN
~Inan earherchapter,lsaldthat there are many (esearch reports; whichiae
show that there are systematlc differentes in- chi -rearmg prdﬁ‘ﬁeels‘
employed by 'different - groups and .that ‘much of;-this’ work® s
emphasnsed socnoeconomansﬁius (SES_) or socnal lass, as a m’a’
varl;ible in- at least' two r€]ated arc’as of trammg

0 .

! _as key
;may lead:to the’ elevauon ‘of those partlcular vaﬁables to ‘the
yositlon*in the mvestlgator s scheme of, thm‘Es It is perha
rclterate~that association with’ does not imply ‘ca edby ‘the

, y.inference. thata- Key vanable is ca\lsa.l can lead~to‘far too-i= .~
v snmpllstnc model of human behavnour yet such plistis tnode may.
" indeed be. thdse which we altemploy When em%n almvdstlgatl as(or ..o
T Fities ausalrelhtlonshlpsare ,
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often assumed. In everyday languige this might be termegttlic‘no smoke -
without fire' rule, and it clearly is a useful rule of thumb.”. -
~ "An important offshoot of attribution theory is Rotter's theory of
+ generalised expectation. It is a direct development of some of Heider's .
ifleas and also closely related to those of De Chagms. Al three theorists

could be classified asimembers of the social learning ‘school’ of thought.

W@ One. of the fundamental tenets of social learning theory;it will be
e

v

- recalled, ‘is that people vary in the view they take of themselves as

" . determiners of situations, or defermiged by.them. But in attributing
- causes bghaviourists of the social learning school (and Rotter would,
7 probably best be described as founder-member) locate - causes of °

behaviour as much in the visible contingencies of the situation as in the
unconscious elements within the individual: and for those psychologists

the teinforcement.value (RV) of the situation is vital.” v
Social learning theory itself makes the following assumptions:

-

.+ #! First, that one-should -focus  ajtention on both the person and the -

environment.” This doesn’t just mean the whole context of personal

©experience; it means trying to observe and ascertain how each person

deals selectively with his experience. S¢condly, it is a theory concerned
" with learned social behaviour. It is not so concerned with notions of
- instinctual drive. -Thirdly, that -people make something of their
experiences which form a unity. As Phares says, ‘The common thread *

, is their personality with allitsstable aspects. New experiences become -
tinged by the effects of accumulated knowledge from: previous .
experiences’.?! Fourthly, that social learning theory is not solely con- R
cerned with broad general traits or with specific details. It utilisesboth .
the general and specific features of a human behaviour and seeks to

represent human behaviour asa mix of both the situationally specific
and the dispositional. Fifthly, that human behaviour is motivateg, and”’

that the motivation and its effect can be ascerfained by thesubsequent
direction of behaviour.'Sixthly, that’ expectancl or” anticipation "’

° ~ " becomes.of prime importance, in that people Iear_n.t’ovexpect.;hat,ft,ﬁis 2

' " their (perhaps highly idiosyncratic) interpretation are central to_sgg;cial J;

or that. behaviour will lead to certain goals. In other words, that
«¢ . cumulative cognition and affective experience will'play a vital partin .’
.“_“Tmotivation and success and failure. B
. L o o e T
As already stated, notions of expectancies based "on.gxperiengesﬂ\and[

’

_learning and ‘attribuuonal_‘.perspectchs" of  behaviour;’ and f ese .,
- perspectives can be highly useful in considerdtion of the socialisation of

. . “children in home or school. Miich work in this field, the ascriptiori of -
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% causality, has stemmed from the viewpoint first put forward by Rotter
and later refined by him and his colleagues.’? In'the original wark Rotter -

xpounded four basic concepts as being of use in the me'a'sucrement and-
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prediction of behaviour, These™ were, behaviour. potghtial (BP),
expectancy (E), reinforced value (RV) and what Rotter’ teymed the
*psychological . situation’. Rotter expregses these as a formula
BP = (E and RV), but it should be noted that he expressly avoids’
precisc Statement as to the mathematical relatibnship of these .

¢ constructs. Of these, it is expectancy in particular ‘Wl’i’iCh has been the .
-focus of-much US research. . R o

Clear})’{'{ individuals do -differ in their susceptibility to various
influencés. They also experience different influences, and the study of
‘these {wo aspects forms the major concern of students of socialisation
processes. Bandura and Walters have indicated that social models are of
prime importance in the reinforcement process - and that major modes
‘of ‘behaviour- are acquired through punishment and reward. The
elicitation sand strengthening of desired behaviour' depends upon

.positive reinforcement: the suppressive -effect of punishment is only
being of value if presented in the context of supportive positive reward

_of desired behaviour.” In Rotter’s social lci\_m‘ﬁng theory, too, the major

“modes of behaviour,are-acquired through'the socialisation process and
are ‘inextri¢ably fused with needs requiring for their satisfaction the

“ mediation of other pérsons’.3 In the footnote to this comment Rotter

- acknowledges a primary debt to Adler, Lewin and Kantor, but suggests - .

! -that all the separate principles which have influenced him may be

... discemediii most contemporary writings on-petsonality and that some,

- indeed, go-back tﬁ“%_nt_iquity; It has been frequently noted that Rotter’s
-concepts of logus’ of control and ‘of the development of:associated
attitudes are not dissimilar to those of Heider on the situational analysis-

. of causal attribution and the consequences of intetnal versus exterhal
‘attributions, Other writers haye noted the close relationship between the
views, .of-;!{otter' and those,of Tolman, Atkinson and McClelland on
-expectanty and reward.’® . I

" - The concept of feinforcement is clearly in the behaviourist tradition,
~though Rotter does .use it rather loosely. He uses:terms like ‘strong

beliefin his own destiny”, belief in self,dnd so on.* Nevertheless, thereis

“ an aécumulation.of empirical work which gives clear evidence in
support of the overall hypothesis of Rotter’s that an individual who
believes he.&oritrols his own d\estiny is likely to-be o R

(1) more aware of \gnvironmentalf cues which- provide him with
" information for his own use; o o
. (2) concerned to improve his environmental circumstances; . f)
~(3) more concerned with his own- ability (especially his failures) and
~placing-high value, on skill and reinforcement of achievement;-
" (4) more resistant to attempts to influence him.>’

. -1 the same paper Rotter states the n
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thus: there is a causal relationship with events that is based ‘on’the
perceived source of reinforcement, If the reinforcement is perceived as
not contingent upori the behaviour, it has little effect in determining ™
future outcome expcetancies. But if the reinforcgment is seen s
internally caused, then it will be highly relevant in determining future
expectancies. This aspect of social learning, therefore, attempts to
cxplain a person's reinforcement ‘history’ and posits that consistent
«cognitions accumulate which locate the: reinforcement internally or
externally in that person’s scheme of things. However, as one might
think, the expectancy variable comprises.twp independent determinants:
once is that specific cxpectancy (E') which derives from the reinforcement
history of the particular response in a particular stimulus situation; the -
other“is a’ gencralisation of expectancies (GE) accruing from other
rclated behaviour-reinforcement sitiations, that is, E = S(E' and GE).
The term ‘locus of control' refers therefore to the extent to which

« persons see events in general as being consequent on their own actions
and thus to some extent controllable (hence internal control), or to the
extent that those persons perceive the evénts as unrelated to their own
behaviour and therefore beyond personal control.

- The bulk o_f,empirical work has been concerned with the investigation
of individual differenges and the development of a number of scales for -
measuring differences-in- attitiides of internal-external control. Since .,
about the mid-1960s, the,termtJocus, of control’, in respect of internal-
* external attributions, seems to haye passed into personality researchas
* an acceptable and recognisable entity ‘with relatively' little, criticisth. -
(Though it tends to have been much more, popular i -the USA thanin .
~ England.) Sociologists,'so ialz.pSycthogists'z;ﬂ(wlf;')sych‘ologis,ts':hhve i
" made a great deal of use,df it:’ Indeed, it woulgkbefairtosay that; like -
s*the achievement motigfe"it hds been responsibl¢.for.an avalanche of -
investigations .in the: ;*but¥gangely very few in
England. R e L e L
Initially, Phares and’:James: developed 2 Likert-type scale. with
'separate items for the displayof internal:and external attitudes.23But
 later Rotter et al. evolved a series of forced;choice.jtems (yes or no)and .
eventually'a twenty-nine item scale, with'six filter items employed. The _.

original scale was not suitable for'child ¢if, but during the early 1960s.

Crandall, Katkovsky and Prestdn deyeloped-an Intellectual Achieve-*
ment Responsibility (IAR);scale whi] mehsured self-reSponsibility in.
achievement situations. % ;The’ ateribition of responsibility-was con-
sidered a school-—achle\fe'ment“spégﬁ %measure of fnternality. This has

.Ibeen much used but ‘with djfferéfit, measures ‘of success.*! Larsen has -

i developed a scale-for mpaﬁli_f% g Jocusjof control inan unstructured play;
situation, - using ~ Peanut=style “Cartoonis:*? But “probably the most
successful scale for ¢hildren a8 been that published by Nowicki and
Strickland in_l973.f?'Th\is,1ap;ié:éii'§‘ relial%lf'and valid and has now been -
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. other .scales in this highly complex ficld of attribution und soci

. RespUfiii

_ E scales have had much more success in prediction of behaviour related
to action in the environment in order to improve one’s life, than in

~ unless one'is willing to extrapolatefo a greater degree |

‘
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\]
used in a very large varicty.of confirming situations, There are maf]

learning. Probably the most readable and comprchcns(ivc views of th
area —cspecially as it relates'to personakity - are those of Phares 44
“Lefcourt.* These also include copies of the most well-known s&l
instructions on how to use them. A typicalscale, designed forscl
in England with children aged about 8-1 1 years is included at
-this' _bdok’ (Appendix B). This is the Children’s Attri N
x\?ility and’ Locus of Control Scale (CARALOC). It is'an” - -
amalgam’.of itemsrefined from an Englishish nation cohort study .

- carried ut il 1980.4 , , : .
In majbitteviews of the topic carried out in 1972 and 1976, Lefcourt .
stressed that, as with many other personality variables, the use of .

“locus of control as a single predictor of beliviour was unwise, since it -
wis but one clement of a total behavioural prediction formula which . o
must.also include situational and immediate reinforcement factors.**’

But, overall Rotter’s h“yﬁothesiwd relationship between internal control
and bghaviour has been well documented over the past twenty years;
and many researchers have obtained data which are moderately
supportive of such a positive relationship, though with some conflict of

evidence as regards sex differences, Weiner suggests that in general the I-

prediction of behaviour in controlled laboratory situations. In the fields
of ethhic group, social action and I-E contfol there have been many
studies following that of Battle and Rotter*” which suggest that blacksin
‘the USA are especially external in locus of control, though someauthors
report a distinction betwegn I-E measures and ‘system versus individual
blame’ ones and say that these are independent factors.*® Aronfreed’s =~
work, however, would appear to.support the hypothesis that high status
within a social structure provides greatgr reinforcement for internal. .
control, This was evidenced by His finding that middle-class chitdren - -
_and boys in eneral showed significantly'moreinternality than warking-  *
‘clas’s}'chifdren or girls in general®® © -* - . e
«i0Qne of the most common of research findings in their field is that
-an ingerse relationship between motivations for, achievement .
il external - control; and Rdtter;»'a'i.;aléb'q‘_répgrt_ed a %niﬁca t
relationship between ;externalicontfol and. ‘measuge$.of auth
tarianism. It has beerr frequentfyfitilised in operational defini
human motivation and .behaviour %nd has’ come to t ,
signifying some jmportant and‘fairlyﬁgféblc dimensign of personality. .
But, as Léfcourt has said, the degermma?mts"‘(familiér ntecedents) ofan”
internal and external control orientation rémain largely unexplained, -
’ an thedataand

S
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content of experiments would allow.
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~Intérnal control, then, represents the attribution of cansality to
i internal forees, Extefnal control represents the attribution of causality
/ to forces outside of the sclf, Consistent with the work of Rotter is the
notion that such attributions will themselves vary ftom time to time not
only in respect of varied sitnations and circumstances, but alsogin termy
“of the'individual himself, Locus of control has thus been conceived asa
variable” ol personality at least as stable as other viriables currently
delineated in tests ol anxicty, motivation, introversion, extroversion,
and so on. The concept has what Phares calls ‘intuitive appeal’,
‘Moreover, it lits into a streany ol social learning and attribution theory
which helps us to see the world as people, really see it.-As Eiser says, ‘one
must start by looking at the “lay conceptions of personality’ held by the
perceiver, rather than scarching in the personality of the perceived for
stable dispositions corresponding to every separite verbal tag attached
to him’.% In the last scction of this chapter we shall see what somc of this
may mean in terms of schooling. s

: ’

. A 4

SOME IMPLI('A'I‘I'()NS FOR ;iClI()OLIN(]

a

It appears to be widely aceepted that confirmation of onc’s valuc as an
individual cnhances feelings of self-estcem’and confidence and that
these feclings are critical to the learning process. As the Plowden Report
put it: ‘Confidence in the power to lcarn is vital.’’! But, as Barth points
out, the’ argument can be a circular one,.for ‘If a child is capable of
making important choices affecting his own'learnihg, he has.a strong
self-concept; if he has a strong sekf;‘concept. he will be able to make
responsible choices’.’? What, then, are some of the principal findings.
relevant to schooling from research in those areas touched upon’here .
. and at the beginning of this chapter? In summary form they arc as .

¢ T

’

follows: - e L. RoC O
» & . ’ ; o "*’-““.‘)Q' ;_v
(1) thata wealth " research has clearly established some relatlgrﬁ_‘ A

between low sql‘f‘ esteem and low schopl achievement; R
(2) thata considera‘g_e' body of research also points to a relatignshi f‘»
< petween high self-esteem/and high achievement; Y Tl
" (3) that some research hoints to a copngction between low self-eﬁi ::'
and-what onc might term ‘excessWeBety, - -
(4) thatsome research demonstraﬁ%ﬁ!‘ h%m relationship between
\ positive self-esteem in childr’e’n’.‘&qd{_t"; Ydgpree t hichteaeffersase-
' calm, supportive and facilitagife; ¢ £ qde o T
(5) that some research sugge§ts 5_(‘_‘%'3%?&6!1@: ‘i’ the-child, as
cxpressed by the teacher, can sighifiéa tly. Influence the child’s.
learning; o B Rt s B
(6) that some research shows a relationship between ‘negative pupil
self-conc¢ept and threatening or sarcastic teacher behaviour.
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~ sometimes encmics, ‘distributing failure and defeat to the very dh

leaves school at 16 years (in 1980) with a sense of failure and w,ith'sc'xr:i.avl

Self-Esteem and Social Learning/ 187

The six main points listed here repeatedly emerge in various forms from

“the research cited at the end of this chapter, (Without citing more thana

meré handful of more important writings, 1-have tried 'to show the
strength of findings by the judicious use of words like ‘clearly’ or
'some".) There are, however, n number of subsidinry issues somewhat
less genetalisable, perhnps more contentious, and more clearly the result
of one writer or of one or two picces of research. For instance, does low
self-cstcem block or hinder communication? Jourard said one hag tofeel
free enough to talk truthfully; if commnunication is to be really effective
and that self-revelation is a symptom of a healthy personplity.®® Put
differently by Powell, ‘I mustbe able to tell you who Iam before Fcanact
traly, that is, in accordance with my true self*3* If one refers back to
Skilbeck's comment quoted at the beginning of this book (in the
Introduction), you will sce that he held the curriculum to be essentially a

- communication system. Jourard and Powell (and several others, notably .

Carkhuff %%) regard an adequate sclf-concept as basic to relaxed and
facilitative communication. Cautious, ritualiscd, ncrvous com-
munication is, in short, unlikely to be the route for effective learning.
Another subsidiary, but related, aspect is that concerning humiliation.

Children clearly resent being exposed, humiliated before other children,”

since their own self-estcem can be badly shakenin the process. They will
go to considerable lengths to avoid such situations, playing docilc,
stupid, or attentive as the case may be; The works of Holt* and of

. Nash®? show just how aware children arc of their evaluation in the eyes

of others; and also that, often, they will be able to rank- relative
merits of -other children as accurately as any teacher. Furthermore,
having . reccived the attribution ~of position, ‘personality’, or

character traits from a teacher, the child will very often strive. to

confirm or 'fit* that attribution so as not to distdrb the evaluation
by others or self. , - ‘
Staines regarded the self as ‘pro-active'. By this he meant thatithasa

cumulative or *knock-on® effect, helping or hindering learning both in -

- terms of the ordinary -cognitive and effective involvement in school

_subjects, and in terms of further learning about the self 38 He suggested
*? (rather, obviously) that the most effective motives for learning
~ those ‘leading to enhancement of the sclf-image in some wa

Purkey has said that schools often damage self-esteem; . th8
dren
wlifoiced to experierfce success the most'.”’ Certainly, therearca tith
of studies reported in Purkey, Yamamoto and Thomas hich ritHer

~ depressingly suggest that the image of schools held by pupils becomes
. less positive with time -and that, as the children grow older, schools
communicate ‘an increasing se¢nse Of personal inadequacy to many of

their pupils.®®° Wragg has said that approximately onein sevenichildren

e ﬂl-;‘ & s . 4
. Lot ’ LN
Shs s

&

ea

wé
&
r‘?&é" '



Q

ERIC

Aruitoxt provided by Eic:

LRR/Children and Schooling

and acudemie skills Inndequate to the needs of n technological society.
Black in 1934 found that retarded readers tended to display negative or
low self-esteem in compiirison with a group of normal achicving
children, and Lawrence has consistently maintained and demonstrated
that the value of counselling (directed towards improving the child’s
self-concept) is an important link in improviug children’s school
performance.® Pritehard in his ‘speculative analysis’ (1978), based ona
small-scale review, and primary-school case studies, concluded; *The
child must be valued intrinsically, for himself, and where thisfeature is a
natural characteristic of the child’s environment the restseems to follow

automatically ... [it] sell-csteem is,positive, he achieves and, in the best

sense of the words, is prepared for life.’® In a recent study of aggression
in schools Olweus found that the ‘whipping boys (victims) stand but as

generally more anxious, {nsccure and nervous than other boys'®* and

Paranjpe; using an Eriksonian case-study approach to identity, notes
that to think oneself socially valued becomes an increasingly important
feature of the adolescent personality.$® All the evidence points to the fact
that self-regard (or sclf-csteem) relates very clearly to the degree of
regard by others, that rejection lowers self-esteem.* This is particularly
so at adolescence, when ‘significance’ appears to be a dominant

adolescent theme in a variety of guises. The adolescent perceiygs that "'
making some sort of significant contribution, in whatever avenue: from*

punk rock to sixth-form physics, is a vital factor in the process of sclf-f.'
definition. ‘As the ability to make significant contributions increascs, so

~also does self-csteem; conversely, when significant - contribution

. declines, so also does self-csteem.’”\ Thus, the evidence suggests that

adolescent self-csteem is particularly\dtpendent upon peer approval,
companionship and the chances t& demonstrate some sort- of-
‘worthwhileness’. The teacher cannot be ignored in this, either. Despite
the less adult-oriented nature of post-pubertaldevelopment, the teacher

: IS still:a, powerful rewarder of self-esteem; and at all stages of child

~develofiment the teacher is a highly significantadult whose opinions can

do- so' much for (or against) confidence in. the child.®® Denzin has said,

‘Depending on where students stand with respect to the school’s” -
dominant moral order, they will find their. self-conceptions com-. .

¢+

plemented or derogated and sometimes both®.¢? The biggest thing that "~

sch,,ovol\s do - all the time - and for those 15,000 hours”of’school

life, -is to communicate social judgement to children. Children are

weighed, evaluated, compared, praised, ridiculed and ignored. Small &
wonder that one’s self-esteem ‘is bound to be a critical factor in
education! It appears that children with confidence and with a
reasonably high level of self-esteem are more likely to form good
relationships with the teacher (especially if those teachers are part of the
‘behavioural component® by which self-esteem is measured),and a good
teacher-pupil+retationship  tends towards a more secure learning
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position, an adoption of lcudxcr virlues and perspectives in part - amd
hence more cffective learning."

Al this leads one to ask, s Lawrence did,”! whether raising the self-
esteem of pupils wonld have a significant eftect on their school
achicvement. What evidence there is suggests that this would indeed be
s0, though by itself it is no substitute for elfective tenching.” Lawrence
suys that though counselling is not likely to helpchildren who lack basic

- skills, or who suffer from specific pllyqu)l()giull deflecty, 1t doen geam

likely that many of the causes of low attainment may be associated with
low self-esteem. If counselling can improve the self-concept, then
improvement in general school work is likely to result, Canficld and
Wells have emphasised the value of a classroom atmosphere which
enhances thé self-concept, saying that such an environment must be free
from suspicion, hostility and anxiety. They provide exercises designed
for tenchers in order to help them improve the classroom ntmosphere
and to enhance children's self-concepts.” More recently Hemming
writing on the scarch for self in education said, ‘ensure the growth of
confidence and self-valne in every child’.” And Wilson says that a sense
of personal powcrund autonomy leads to effectivencss in the classroom,
and that this is clearlyqassociated with self-esteem.” There scems
therefore no good reason to disregard the messages of Yamamoto and
many others, that the overriding task of a teacher is to sec that respect
fof and acceptance of the self by cach child isone of the main avenues to
a loving and worthwhile life.”®

Maslow said, ‘Satisfaction of the sclf—cstccm needs, leads to fccllngs
of self-confidence, worth, strength, cApability, and adequacy, of being
useful and necessary in the world’” As we have seen earlicr,
Coopersmith (and many others) regard sclf-csteem as functionally
dependent upon the appraisal of others, the external dimension, and
upon subjective assessment and cxperience. But it has been-said that,
during adolescence, possibly ‘more than at any other time in life, the
external dimension seems, of ¢ritical |mportancc It may be that thisisa
relatively recent dcvclop;w: T[‘ Wcstcm socgcty, for Bronfenbrenner
Jndnczi ted’that a spedial form ag&scgrcgauon is developing in which

e #markedly stratify and scparait‘ parent3* from adolescents and
chlldrcn such thata companionship ‘vacuum’ arises which is then filled
by the pecr group.” One of the strange facets of our present socicty is the
way that we have so often excluded young people from an active ‘stake’
in the means of producti drcgcnerauon It maybe inevitable, given
the nature of ~ tcchnologaj socmy, of the lengthy processes of

iinstitutionalised education, but it cannot be denied. that in past ages

'

‘adults and young people’ worked together. I think Mitchell is probably
cogrect when he says that the problems of youth do not lie simplyinlack
of security or profound maladjustmcm rather they lie in this exclusion
from productwny, mvolvemcnt in the real work- qf socmy ™ And even

"}: foun .'
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atschool adolescents xee confunion, Schoolvupparently subscribe to the
Protestant Fthic, But much that the adoléscent does by recognised o
ritualistic time-filling. It does not compete with peer-group pressires or
the enticements of the tnass-media. Fyven il it did, many adolescents
reatise that not only do they have no wseful place in schools, they (nny
well) hive noasefnl place in society at large, Under suchcircumstances,
cducationists and psychologists may pratile about self-esteem and
personality growth with no effect. The soclety is structured to exclude,
adolescents and to increase their chances of conflict und confusion,
rather thun reduce them, '
Educationists secking the implication of research on locus of control
would be likely 10 note first two important aspects: the relationship
between measires of internality and school achievement, and the
relationship between measures of internality and social class. On close
examination they would sce that the findings in these respects are
somewhat ambiguons. In the first case there daes seem sonie consistency
in findings which relate boys® achievement to measures of tocus “of
control. InThe case of girls such findings arc less clear, particularly after
puberty. This might lead one to ask whether the sexes receive different
feedback from the culture in such a way as to make the association
between locus of control measures and those of achicvement entirely
haphazard inthe case of girls. Yet one mightassert that, ifanything, girls
receive a- more _positive and certainly more uniform feedback in the
primary stages-of education than do boys. Sucha view would findsome
substantiation in the work of Crandall*® and, more recently, in that of

‘Brandis_and Bernstein. ‘The latter say that ‘the infant school

environment favours girls . . . [and] the sex of the child in the middle
class arca is as important as measured ability in its effect upon the’
overall teachers’ rating'** All the cvidence points to schoolgirls’

~ achievement being more related to a desire for approval and affection
than is boys” achievement.® This is not tosuggest that locus of control is

simply a measure of achievement motivation, but it is a construct
associating beliefs with cognitions of the consequences of one’s own past
behaviour and may, thus, be expected to play a considerable partin
achievement motivation. Of coursc, the goal of carly achievement may
be somewhat differently defined for each sex,’and it is a fundamental
tenet of social learning theory that behaviours become functionally
associated with various goal definitions through thc processes Qf
learning and socialisation. From ‘his review of this field, Lesser®
suggested that girls do tend to seck affiliative outcomes more than boys.
In primary-school situations sugh affiliative outcomes are usually possible
at arly level of performance. But girls appear to see high achievement as less
appropriate -during adolescence and carly adulthood. It may be that
secugity in the goals of closencss to teacher and/or friends is for girls of
morgs‘overriding importance than immediate success or a(pparcnt
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acgdemic competence. In fuct, if such is the case, then fear of academic
failure becomes considerably lessened and its consequences only
importantif it disturbs the tenor of those affiliutive strivings or of social
suceess. At the same time, however, it would scem logically consistent to
sce altilintion to some extent delimiting the nrea of internal controf and

penmitting greater attention to externul sources of direction, If this were

the case, one might expect girls to show greater externulity on meusures

- of locus of controf thun boys, But findings have not been uniform here,

cither. There is n suggestion that girls are somewhat less emotionally
independent thun boys and that parents might not stress the need for

* school achievement in girls in quite the snme way. The meagre research

‘on pre-school gisly toes, according to Lesser, point to a similar
conclusion: that girls are socialised towirds greater dependency in
context of lesy concern for or emphasis upon school achicvement.
Within the clementary/primary-school context there is ample evidence
to suggest that the differentiation of sex roles is slcrculypcd in its-
presentation,* that both in England and the USA oneniily see reading
primers portraying adventurous and striving roles for boys and
domestic, nurturant and more obviously affiliative roles for girls. Itmay
be unwise to overestimate the importance of all this, especially in
relation to the dominant patterns of behaviour alrendy learned in the
-home, but analysis of sex-role stercotyping would scem 1o lcuvc somo
considerable room forjusuﬁablc female dlsquu:l R
. Mcad argued that, in American society, success for the fcmalc
depended upon affiliative goals rather than competence in carcer, and
she has shown that one might reasonably view the socialisation of each
sex as very differently oriented voyages of enculturation. Even within
the same culture sex-role ‘learning entails fundamental differences in
perspective.*® Hoffman, in her review of resecarch findings in child
devclopment in respect of female achicvement ‘motives, said that
affective felationships were of paramount lmportnncc in females and
that *much of their achievement behaviour is motivatéd by a desire to
pleasc’.?® She cites a number of school studies, including that of
Crandall, to suppo‘rt the viewpoint that boys' achievement motivation
~.(measured by & variety of differcnt means) ngsmvdy,rclﬁtcd toactual ~
-school achievement, whereas among girls there appears little or no
rclatlonshlp Such a perspective fits that of Scars,'” who found that
among girls affiliative motives - not achievement motives -~ were related
te. sehool achievement. Hoffman’s thesis is that generally the girl
receives inadequate parental encouragement in her carly strivings for
independénce and that there is some delay in the separation of the self

from the mother because, being of the same sex, mother and child -
identify with each other in terms of sex-role expectations. Such a.

viewpoint is by no means new. Rutfer has reviewed much. of the .

substantnve work on sex-role dlffcrcntlauon all of Wthh po;pts Lo
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similar conclusions about the development of sex ditfesences in aclf-
concept und attitudes P Hottmun e garded her thesis asapeculative, but
onc linking a large numiber of vatiables in w way which acemed
consistent with empirical findings, She noted also that formal education
itsell tends to reward unitormity and that giths tended to cluster closer to
the meun of intellectual performance than boys.

During the last decade or so many feminists have nined their
attention to the models of behuviour ofered sohildren's books. "Outof
the 1,000 books read, the group fouad only 200 which they felt oftered
the readers u positive image of woman's “physical, emotionul and
intellectuul potentinl”™¥* ‘e feminist viewpoint wity perhips most
forcefully highlighted in Howncr's now-classic study of university
students in the USA. She stated that her studdics led her to believe that
young women equated intellectfial nchievement with some subtle loss of
femininity, and her original thesis illustrated » problem which has since
been consistently examined by muny sociotogists. That the socinlisation
of the sexes is sometimes so stercotyped s to discourage strong
motivation to intellectunl achicvement on the part of girls iy now a
familinr enough theme in the literature. But Acker has pointed out,

.

Levine and Crumrine have questioned whether a motive to avoid sucs
cess even exists, and have criticised Homer's methodology. Their more
careful experiment on u larger snmple failed to substantiate the thesis . ..*
Oiher replications of Horner's work have had conflicting resuts.®

”
i

A further implication which must be considered in the context of sex
differences is that of the staffing of clementary-schools in the USA and
primary schools in England. Tt is still true that most teachers in these
schools are women (about 80 per cent of the teaching force, as opposed |
to principals, in the USA{ and about 70 per centincluding hefid teachers,
in the UK). Such a situation would clearly make for similarity in modes -
of “socialisation between the -home, where mother is still mainly
responsible for carly role-learning.” and the primary school. (Though,
as has been said carlier, this is clearly complicated by the differing
subcultural value systems.) . -

In a relatively recent English study of locus of control girls and boys qf.

;,primar)'-school age did not show marked differences in“their scores’on’

‘that measure. But only in the case of boys were the locus of control

~ expectations clearly associated with achicvement.®? Lesser, reviewing

the findings on achicvement motivation in women generally, is able to
indicate a ‘fragmentary’ yet rcasonably consistent picture for girls from
Pre-school to secondary-school. Though he warns that one should not
think of achievement motivation as some simple unitary variable,”” he
goes on to emphasise that strong achievement motivation in girls does
appear to have broadly similar socialisation antecedents th roughout the
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age fanges. hese antgvadents are best thought of dn tesmn of o
bachgrownd of stricter than usual child-scaring. His concliniona-werr.
that, while Jdata die acatce, theve die vertain in.'li«{;.{,i‘mms‘?mm"mrh“}&im.
sttong  achievement  motivation  have  had s,iitﬁw,'\v'k,l?:!,(4",“\'h'u'una||y
structured itand  possibly. authortarian) early socialisation, that

“ditlcrences between aclievement piotivation in men and women are

somchow characteriséd insocial tole-learning and that thege is obvious
conthet between presnmed female goaly and intellectital achicvement,

.. Very many studics of tocus of control and achicvement repot on
“apparent anociation between SES (o sacial elass) and locus ot control,

T is aaid that middle-class childien scem o be able to mahe the mostof
goal defiition and 1o be able o function reasonably well, but that
lower-or ‘working-class' childien are often unable to see the pont of
long-term goal defimtionand the possibility of future rewards.* Neither
Crandall (in 196%), nor Gammage (in 1974), Yound any relationship
between SES and locus of control, however. Crandall and her colleagues
explained this in terms of the speciticity of hee measure (intellectual
achievement responsibility, TAR) and maintained that any school
attempting to do @ good job would encourage ‘internal® attitudes
regardless of social-classifictors.” In the light of comments by Barth
and by Boydell an the sort of assumptions underlying much carly-
childhood education, such an interpretation would scem plausible® -
But there are puzzling aiomalies. 3 most studies report i connection
between externality and low social-class origin, and if teachers do
encourage independence, selt-control and sell-initiation (often chatmed
in primary schools, especially), then one might expect to see a very
strong relationship between measures of locus of control and
achieveiment, Indeed, if such schools do puta premium on independence
and dimensions of internality, then possibly such schools would be more
likely to penalise children from low social-class origins than would have
been the case in more formal classrooms in the past, Furthermore, one
might expect some considerable alienation from school on the part of
externally oriented boys, who could not, presumably, rely upon
affiliative compensitions, as might externally oriented girls. In this
respect it is signjficant that, in some work reported, low-achicving boys
are signilidntly more external in their orientation.®” This fits rather
nicely with Brandis's and Bernstzin's findings that girls from low social-
class. origins were likely to attiact significantly higher teacher ratings
than were -boys of similar status,*

* This last point is likely to be of considerable concern to teachers,
particularly if taken in conjunction with the carlier comment on sex
differences in the relationship  between locus of control ‘and

‘achievement, Any'mv(.\!.-_cﬁ‘\cnl throughott education towards more

‘open’ system of classrpom organisation, while not materially affecting
girls'  performance bc‘forc puberty, might critically affect lth

- .t
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petformance of cestain groupa of boya Sudh umuu‘m!'h, ol vakeae,
highly speculatinve and there would nany event be many othervanables
Lo be comsideréid But it in line with the camments ol Goad, Hiddle and
Braphy on teacher elfectiveness™ and it b a sobering thought, sy
presimably no one would wiah (0 see general acieptance of ai
cducational  practice which actually inacased the appieciable
divadvdantages by which childien o low 1S aoun e ate alicady
fandicapped ' ' .
Though it may be unwise to generalise, the atmoaphere of the modein
pitmaty school in Epgland could olten be described as'aflective’, and as
sich may wellftavour the ginls more than the boya, Theie has been little
reacatch snto this i Fugland, though Pollack, (i T08) sepited the
tesults of dsinall sivey inthie USA whichsuggested thatteachess i the
clementary grades prefecred working wath gitly, and more recently thete
has been a spate of work in the USA showing gitls 1o be mdte “co-
operative’, "deferent’, ete. " There i some evidence in England to'show
Cthat gith are acen as mote altentive and mote co-operative than boys, '
and Banks reportegd, not perhaps surpnsingly, that teachers picler
children who ate co-operative and therefore caner (o teagkggbdth™
findingy lend steength to the view that,at least throughodt the cady -
stages of educdtion, gitly are (with perhaps i leas obviowly strong
achievement motivation) the preferied pupih. This does not casly
sguate with the recent rescarch on primary classrooms however, in
which teachers seemed o fdevote roughly the same proportions of
~attention to both sexes. ' ' . .
© Iy any discussion concerned with aspects of sociatisation and formal
cducation, it is important to appreciage that one is dealing with a
changing and dynamic situation. While it may be true that the home
plays a large and very important part in the process of socialiaation?
it is equally clear that the internalisation of attitudes and values is
not static, but is an ongoing ptocess throughout schooling. The
sourcey of learning about onescll and the bases of the beliefs one
holds (in terms of internal/Zextemal control of reinforcement) are the
consequences  of feedback from  the environment and of the
reinforcemient valuéof specific situations. This feedback is itsell a
,@_""4'-‘highly important  process ,in education. dependent upon many
"~ complex conditions: it may well, of course, change from situation 10
situation and from teacher to teacher. Primary education, because of
its very nature, with its emphasis on atfectivity would, onc might
confidently expect, result in more immegligde and more fofmatg
fecdback than would secondary schooling. K
The psychological theory underlying congepts’of intérnal/Zexternal
_eontral should be considered not only as an offshoot of social learnipng |
theory, but also as an interactional thicory, which may offer soctal '
scientists a  uscful. perspective for investigating and monitoring
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important changes in the individual as he adopts hiscognitive structures
and belicfs to changing situations, Most studies of intellectual
achicvement point tothe significance of teachers® values and judgements
in the whole process as well as the child’s. The values of the tcachers as
well as those of parents must, therefore, be seen as significant clements
in the cumulative cognitions of children. The problem. when
considering school achievement, lics in the enmeshing of psychological
and sociological components in such a way that the value orientations of
the cultural components cannot casily be disentangled from theinternal
mechanisms which are operating. Moreover, the influence of cultural
factors upon individuals is not nccessarily direct or clearly observable
and theindirect and accidental factors within the individual’s life history
also affect the feedback situations.

It would seem safe to say that locus of control is quite clearly related
to the self-concept of the individual. However, there are dangers in
secing locus of control as a generalised *tract’ functioning across all
situations. An individual may notonly vary in his perceptions of locus of
control from one time to another, but may encounter varicties of
situations in which cumulative cognitions associated with those
situations are markedly different. Certainly, one should not necessarily
assume the causal direction of any relationship between internality and
schoo! achievement. Most studies have been correlational in naturc and
an alternative view that successful school performance causes high
internal attributions is at least as tenable as the gencral assumption that
the causal direction is internality-high achievement. It seems very likely
that there are clear, but complex, associations between internality and
certain mecasures of independence, aspiration and achicvement;'? it
scems equally likely that, in line with social learning theory generally,
the construct relies upon expectations following certain behaviours. The
interactive clements in such a theory are quite explicit and the grouping
of constructs like dominance, independence and need for affection
depend considerably upon the situation and the set of empirically
determined antecedents involved. As such, locus of control should be
regarded as rclatively specific, and measures obtained in one
circumstance not automatically assumed to predict behaviour in
another. Alter a series of unfortunate events, the individual's externality
may increase. After a series of fortunate events, though dependent on
perceived contingency, it may decrease. In all, evidence on locus of
control is fairly clear: '

(1) There is n positive relationship between high internality and
high sclf-csteem.

(2) High correlations are reported between internality and achieve-
ment, and some researchers (most notably Nowicki and his
associates'?’) claim that the relationship between internal locus of

- ~193
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control and achievement is stronger for boys than for girls. Stipeck
and Weisz in a recent review of the ficld suggest that such findings
may be an artefact of the scales employed.'™ Nevertheless, the
implications in respect of sex-role kaening are interesting, and
closer study and interpretation of the findings in general par-
ticularly pressing. especially in the light of changing belicls on
classroom organisation.

(3) Measures of intelligence do not scem clearly related to locus of
control measures. but there are problems, particularly with
wording of tests. the levels of logical facility required and the
reading levels of the tests employed.

(4) Anxicety scems clearly associated with externality,

(8) High aspirations seem clearly associated with internality and low
aspirations with externality.

(6) Perception of even generalised locus of control does itself seem a
significant predictor of academic achievement.

The general conclusion must be that, without adequate feelings of
control and belicf in himsclf, the intelligent child may be no match for
the less intelligent who does possess such beliefs. The concept of goal,
100, becomes ali important. What girls construe as desirable may. inthe
initial stages of education, help them to succeed as well as and often
better than boys. Bat as institutionalised education progresses and
social learning accumalates, other factor begin to militate against girls
such that locus of control may be an inappropriate measure to employ
when exploring dimensions of personal dynamics and of achicvement-
related beliefs. However, children with different focus of control scores
do appear to differ in self-esteem and in the ability 1o organise and
control their own work-schedules. Locus of control tells one something
of the person's perceptions of his ability to affect his environment and
gain power over it. There are undnubtedly importunt sex, age, classand
cthnic dilferences to disentangle, but as a feature inschool performance
locus of control should not be overlooked by teachers.'® The
perceptions that a human being has of himself or herself are crucial
factors in all learning, and the education of chitdren is hard work. But,
as Yamamoto says, ‘Much of this work concerns itself with the
knowledgeable and systematic planning of conditions and behaviours
which will lead the child to develop his potential fully*,!® Putdilferently:
*evidence suggests that it is possible . ., to modi’y maladaptive
attributions which may, in turn, subsequently affect achievement
behaviour and improve academic achievement, This task rests,toalarge
extent, on teachers who can often substantially influence the
attributional patterns of sheir pupils,™?!
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Appendix C: Twenty Official Rules of the Schools
in the USSR

L
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1
14
15
16

To avguie bpowledge penivtently in order 1o become an educated
and cultured aneen and 1o be of the greatent possible sefvice 1o his
NI

To study didigently, 10 be punciual in attendance and pot arrive
late at classes,

To obey the imtiuctions of the school direvtor and the teachers
withaut question,

1o arrive a1 whool with all the necessary teathooks and writing
matensh; o have everythang ready fur the lesson before the teacher
BEFINES. :

To come to school ¢lean, well groomed andd neatly dressed,

To keep his place in the ¢lasaroom ckan and tidy.

To enter the classroom and take his place immediately after the bell
vtngy; Lo enter and leave the classroom during the lesson anly with
the teacher’s permisaton,

To sit upright duting the ksion, notleaning on his ¢ibows and not
stouching: to listen attentively to the teacher’s explanations and the
other pupils’ answer: and not to talk or let his attention stray to
other thing,

To rise when the teacher o the dircetor eaters or leaves the room.
To stand at attention when answering the teacher: to sit down only
with the teacher's permission; to raise his hand if he wishes to
answer of ask a question,

To tabe accurate notes in his assignment book of homework
scheduled for the neat lesson, and to show these notes to his
parents: to do all the homework unaided.

To be respectlul to the school director and teachers; when meeting
them, to greet them with a polite bow; boys should also raise their
hats,

To be polite 1o his elders, to behave modestly and respectfully in
school, on the street and in public places.

Not (0 use coarse expressions, not to smoke, not to gamble for
money of for any other objects,

To protect school property; to be careful of his personal thingsand
the belongings of his comrades.

To be attentive and considerate of old people, small children, the
weak and sick; to give them 2 scat on the trolley or make way for
them on the street, being helpful 1o them in cvery way.
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I8
19

by

Toehey his pargits, 1 hedp than 1o tabe gate of his amall brogheqs
and sisers.

T maintain cleantinets and prded ia poois, 1o heep hia glothes,
shoes andd ped Reat and tidy. '

Tor catsy his stusdent’s sacard back with him alsays, 10 guaid it
carefully, Rever handing i oveF 10 anyone glse, sid (9 pireent i
upon fequest of e wadhers of the shool didetar,

To cherich the hoavar of his school aid ¢lass and defend it as
his oai.

(Amia | Bt stz U Bivalicditaiei. fou Wonlids w8 @ Siihond Higisaoidr oty
Peogwa, 1910, g 3a:1)
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